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Introduction
Introduction
What gets us into trouble is not what we don’t know. It’s what we know for sure that just ain’t so.
– Mark Twain (1835-1910)
Grammatical language is a unique possession of human beings. For centuries, we have been curious 
about how our brain comprehends and produces language. However, some of the most fundamental 
issues  in  language  teaching  and  learning  are  still  controversial.  Unanimity  is  hard  to  achieve 
because this is a research field which explores a peculiar function of the human brain, an organ that 
we still know very little about. Although we have begun to partly understand how the neurons in the 
brain are connected with one another and how their connections are modified by experience, there is 
still a large space to be filled with the knowledge of how the brain really functions, for example, 
how  our  language  abilities  develop,  how  languages  are  processed,  how  this  process  can  be 
accelerated through effective teaching, in which ways the early language learning experience can be 
used efficiently to assist later language learning, and so on.
In this dissertation, it will be argued that our mother tongue (MT) is the language which can open 
the door for us to other languages. It is the first language that we learn in our life and the language 
that  we  use  to  symbolise  everyday  objects  and  ideas,  and  the  language  in  which  we  think, 
communicate,  dream  and  feel  emotions.  In  over  2000  years  of  documented  foreign  language 
teaching (FLT), the use of the MT was always justified and respected. In no other age other than the 
20th century  has  the  MT been  banished  as  a  matter  of  principle  from foreign  language  (FL) 
classrooms.
In  monolingual  language  teaching,  the  FL is  supposed  to  be  the  only  language  used  in  class. 
Although  it  is  intended  to  offer  learners  the  most  ideal  FL learning  environment,  the  biggest 
oversight in monolingualism is its  neglect of the learners’ cognitive and linguistic needs which 
naturally arise when they acquire a FL. It is a gross misjudgement to assume that learners will stop 
thinking in their MT and will discontinue using the MT to assist their learning if the teacher tells 
them not to. However, the monolingual approach prevailed throughout the last century. It is still the 
dominating doctrine, especially among native anglophones who teach their native language abroad 
and find absolution in this dogma when they do not understand the native language of their learners.
Even  at  a  time  when  in  many  countries  the  official  guide-lines  emphasise  the  advantages  of 
monolingual FLT and when most teachers seem to be following the latest trend, I would argue that 
re-examining the conventional practice in language teaching may open teachers’ minds, broaden 
their perspectives, and enrich their toolkit. The evidence presented in this study suggests that re-
evaluating the  importance of  the  learners’ MT can provide  researchers  and teachers  with fresh 
insights into the central issues in FLT so as to bring much-needed improvement to FL classrooms. 
The current teaching paradigm is monolingual-oriented, which has been fundamentally misguided 
for decades. Many ideas and a wealth of techniques have been developed in monolingual teaching. 
Similar attention should also be devoted to the situations requiring bilingual teaching. The purpose 
of this study is neither to plead for an unprincipled compromise over the use of the MT in FLT, nor 
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to throw out any monolingual technique which has proved effective in classrooms. On the contrary, 
this study carefully investigates one of the key issues in FLT: the role of the learners’ MT in the FL 
classroom. Should their MT be used at all in FLT? If yes, what is the positive and systematic use of 
the MT and, in which ways can the use of the MT affect their FL learning in a beneficial manner? 
These questions go beyond the usual MT debate which generally focuses on the language choice of 
classroom instruction and they explore the explanatory and productive powers of the MT in FL 
teaching and learning. In addressing these questions, this dissertation aims to redress the imbalance 
in the monolingual-dominated teaching paradigm and calls for real attitudinal and methodological 
changes.
Aims of This Study
In  order  to  avoid  confusion,  one term needs  to  be  clarified  first.  When referring to  “bilingual 
education” or “bilingual teaching”, people often tend to think of the educational system in which 
some or all subjects in school are taught through two different languages. For example, in some 
schools in the United States, classroom instruction occurs in English and a minority language, such 
as Spanish or Chinese, with varying amounts of each language used in accordance with the program 
model. The term “bilingual teaching” in this dissertation refers to a FLT approach which uses both 
the target language and the MT of the learners. The target language plays a dominating role and the 
MT a supportive role. Unlike any other teaching approaches, bilingual teaching recognises the value 
of both languages in FL learning. On the one hand, it encourages the use of the target language on 
all possible occasions. The target language remains the working language or the vehicular language 
in classroom communication. On the other hand, it also allows the MT to contribute to the learning 
process  during  meaning  conveyance,  structural  demonstration,  and  in  various  other  ways.  In 
bilingual  teaching,  the MT is systematically and skilfully used as a supplementary pedagogical 
device and is more often used for beginners than for advanced learners.
Over the last four decades, some researchers and teachers have been endeavouring to spread the 
message of the advantages of bilingual teaching. However, much of their work has been overlooked 
and underappreciated and is still not included in mainstream thinking.
The aim of this study is to continue the exploration of the role of the learners’ first language in their 
FL learning, with a special focus on the following aspects:
Firstly, to raise the awareness among researchers and teachers about the importance of the 
learners’ native  language  in  their  FL  learning  and  the  benefits  of  bilingual  teaching. 
Numerous examples to be presented in this dissertation have revealed that to a great extent 
the monolingual orthodoxy has confused the minds of teachers in many parts of the world so 
that they do not do what comes naturally. An increasing number of reports from teachers 
across the globe also show that the monolingual approach may leave beginners linguistically 
naïve. Learning a FL through a monolingual approach can even be a traumatic experience 
for some learners. Foreign languages can possibly be taught without the MT of the learners, 
but foreign languages can surely be taught more effectively with the MT.
Secondly, and more importantly, to promote the skilful and judicious use of the MT. Being 
aware of the value of the MT in FL learning is one thing, but knowing how to make the best 
use of the MT as a valuable device is quite another. The MT in FLT is like a double-edged 
sword – it cuts both ways. On the one hand, it is a tool of massive power and delicacy that 
can be used in many ways to accelerate and enhance learning. On the other hand, it can also 
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be very counter-productive if it is overused or not used in a principled way.
Thirdly,  to  inform  Western  researchers  about  the  development  and  innovations  in  FL 
education in China,  and vice versa.  In  the past,  issues as to  how the bilingual  teaching 
approach can be applied in crowded classes within an officially monolingual society such as 
China have rarely been touched upon. Before China’s “Reforms and Opening up” policy 
which started in the 1980s, China had long isolated itself from the rest of the world. As a 
result, very little information relating to FLT in China was available to researchers in other 
countries. In the last twenty years, although China has become more open and has made 
rapid  progress  in  many social  sectors,  still  precious  few publications  about  China’s  FL 
education have been seen in the West.  This dissertation aims to fill  the information gap 
between Western and Chinese scholars.
Last but not least, by presenting a variety of teaching options, this study also aims to help 
teachers develop new and diverse ways of thinking.  This  study provides readers  with a 
collection  of  principled  bilingual  teaching  techniques.  Hopefully,  readers  will  get  some 
inspirations from them.
Organisation of the Research 
Most of the information in this dissertation has been obtained from journal publications, newspaper 
articles, conference presentations, reference books, school textbooks, commercial course books, etc. 
In addition, a considerable percentage of information has been gathered from the Internet, such as 
from the website of some TEFL (Teaching English as a Foreign Language) associations, electronic 
journals, videos, web blog posts, and Wikipedia entries.
A small-scale empirical study was also conducted in two junior secondary schools in Shenyang, a 
city in Northeast China. Research data were collected by means of questionnaire, interview and 
classroom observation. Twenty-two questionnaires were distributed and returned; two teachers and 
one  local  government  official  were  interviewed;  three  English  lessons  (45  minutes  each)  were 
observed.  The  findings  revealed  from the  research  and  the  discussion  of  the  implications  are 
included in Chapter 3.
Outline of the Dissertation
This dissertation consists of five chapters.
Chapter 1: The history of English language teaching in China
This chapter reviews the history of China’s English Language Teaching (ELT), with a special look 
at how the use of the target language and the learners’ MT is balanced in textbooks and in classroom 
interactions. A detailed analysis of the textbooks used in public schools in China over the last five 
decades yielded valuable information about the shifting methodological trends and swinging official 
FL policies in China’s recent history.
Chapter 2: Examining the other side of the coin
In the field of applied linguistics, there are some side issues which have never been at the centre of 
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attention, for example, early missionaries’ FL learning. The history of missionaries’ FL learning 
might be as long as that of their religious activities, which started centuries earlier than any formal 
linguistic  research.  However,  very  little  attention  has  been  given  to  this  special  group  of  FL 
learners,  whose learning experiences could be an amazingly valuable source and could provide 
today’s researchers with some original insights. Similarly, another issue which is often overlooked 
is “teachers as learners”. When language teachers sit in the classroom on the receiving end, their 
reports as language learners can be particularly revealing. For this purpose, Chapter 2 presents in 
detail how the early missionaries to China, a unique group of dedicated FL learners, learned the 
Chinese language and how teachers view the learning process when they view it through the eyes of 
learners.
Chapter 3: Controversy over the role of the mother tongue in English language teaching in China
The role of the learners’ MT in FLT has been controversial for more than a century. What are the 
focal points of this controversy? Developments in neuroscience concerning the human brain and 
language acquisition can to some extent help applied linguists  to solve the puzzle of how first 
language acquisition correlates with as well as differs from second language acquisition. So, what 
do the neuroscientists say about the role of one’s first language in FL learning? In China, issues 
about the role of the MT in FLT are also under discussion. Where is this dispute in China leading 
to? These questions are looked at in Chapter 3.
Chapter 4: Open the door to English with your native language: a collection of principled eclectic  
teaching techniques
This  chapter  includes  some  of  the  latest  developments  and  innovations  in  bilingual  language 
teaching in the West. These techniques show when to employ the learners’ MT and how to use the 
MT appropriately. Most bilingual techniques are demonstrated step by step, which helps readers get 
to know the techniques not only at a theoretical level but also in a practical sense. An analysis of the 
advantages and disadvantages of a particular method together with comparisons between different 
methods is also included, so as to assist teachers in making informed and rational decisions about 
when and what to use are in the best interests of their learners.
Chapter 5: Recent innovations in English language teaching in China
This  chapter  outlines  some  of  the  innovations  in  ELT in  China.  These  innovations  are  good 
examples of the considerable progress China has made in its FL education over the last thirty years. 
They are indigenous ELT methods particularly designed for Chinese learners of English. However, 
the techniques used in these methods may be adaptable to similar teaching situations where English 
is taught as a foreign language to large groups of learners at beginning or lower levels. Most of the 
techniques  are  presented  step  by  step  and  with  careful  analysis,  in  a  manner  similar  to  that 
demonstrated in Chapter 4.
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Chapter 1 The History of English Language Teaching in China
One faces the future with one’s past.
– Pearl S. Buck (1892-1973) 
Foreign language learning had existed in imperial China since at least the 13th century during the 
Yuan dynasty (1271-1368), “when languages were learnt by aristocrats to enhance commercial and 
tributary  relations  with  countries  in  Southeast  Asia”  (Adamson,  2004:21).  However,  “the 
controversy surrounding English and the teaching of the language in China dates back to the late 
Qing dynasty1,  when the British, American and other trading empires sought access to Chinese 
markets and Christian missionaries access to Chinese souls” (ibid., 21). Since the founding of the 
People’s  Republic  of  China  in  1949,  “the  development  of  English  teaching  in  China  has 
experienced several rises and falls because of the change of the political atmosphere in the country 
and the country’s relationship with the western world” (Ng and Tang, 1997:65). Not until the end of 
the 20th century did ELT in China enter into a stable and flourishing period of development. How 
was the English language taught in China in the last two centuries? What was the role of English in 
school  curricula?  In  what  ways  was  the  Chinese  language used  in  English  language teaching? 
Questions such as these will be explored in this chapter.
1.1 The Tradition of Foreign Language Learning in China (13th century-1840)2
Historical records show that the first official institution in China for the study of foreign languages 
was established in 1276, which was called the “Office of Interpreters” (Huitong Guan). The “Office 
of Translators” (Siyi Guan) was later set  up in 1407. The function of these two offices was to 
prepare glossaries for Asian languages, particularly the languages of those societies that bordered on 
and paid tribute to China, including Mongolian, Tibetan Sanskrit,  Persian and Siamese (Bolton, 
2003:165). The introduction of FL learning among the general public in China did not take place 
until the 16th century when the European traders expanded into Asia. Chinese businessmen along the 
south coast of China who had trading contacts with foreigners were probably the first group of 
Chinese who started to learn foreign languages in their home country (Adamson, 2004). The first 
European power to establish trading settlements in Asia was Portugal, who erected a fort at Cochin 
in India in 1503. From the 1540s onwards, the Portuguese based in Malacca began to trade with the 
overseas Chinese, who were chiefly from Canton (now known as Guangdong province in China) 
and Fukien (now known as Fujian province in China). In the early 1550s, the Portuguese traders 
moved to the narrow peninsula of Macao. By 1560 they had managed to establish themselves there 
with  the  unofficial  permission  of  the  Chinese  authorities  (Bolton,  2003:124).  One  of  the  first 
contacts  between  British  traders  and  the  Chinese  could  be  dated  back  to  the  1630s,  when  an 
expedition of  four  British ships  arrived in Macao and Canton.  This  event  was recorded in the 
1 Qing Dynasty (1644 – 1911), also known as “Manchu Dynasty”, was the last dynasty in China’s history. 
2 The book Chinese Englishes: A Sociolinguistic History from Bolton (2003) and the book China Learns English: Language Teaching and Social  
Change in the People’s Republic from Ross (1993) are acknowledged as the major sources of reference for the facts, statistics and tables cited in 
section 1.1 and 1.2 of this chapter.      
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memoir  The Travels of Peter Mundy. Mundy was an English mercantile trader on this expedition. 
His diary kept during his stay in Asia was later published in edited form by Richard C. Temple 
(1919) in five volumes. Volume III, part 1, contains an account of some 160 pages on Macao and 
China (Bolton, 2003:126).
1.1.1 Pidgin English
“From the 16th to the early 19th century, the Western merchants who reached China in their trading 
ships were classified as ‘barbarians’, and were regarded by the officials of the Chinese empire as no 
better  than the  barbarous tribes of  Central  Asia,  or  the  Miao-tzu and  Lo-lo peoples  of  China’s 
southwest” (ibid., 146). The low social status of foreigners greatly hindered their contacts with the 
Chinese. As a result, FL learning among Chinese people was severely restricted. However, some 
Chinese businessmen, especially those along the south coast, motivated by the considerable profits 
in foreign trade, were among the first group of Chinese people who boldly started to learn foreign 
languages.  Owing  to  their  linguistic  advantage  in  foreign languages,  compare  with  that  of  the 
general public, they were known as “compradores”, “linguists” or “interpreters”. The language used 
between the Chinese and the foreign traders in this period was the origin of what was later called 
“pidgin English” or “Chinese pidgin English”.
Chinese pidgin English was an artificial language coined by the Chinese traders who had never 
received any formal English language training. It was virtually “a mixture of European languages ... 
mostly, [...], of English and Portuguese, together with some [Chinese] words of their own” (Noble 
1762, cited in Bolton, 2003:149). For example,
1. “What fashion no can?” (= Why not?) 
2. “How-fashion?” (= What for?)
3. “Can do” (= That will do). / “No can do” (= That will not do)
4. “My no savvy” (= I don’t understand)
5. “My no wantchee” (= I don’t want that)
6. “Talkee he” (= Tell him)
7. “Talkee come morning time” (= Tell him to come in the morning) 
8. “Maskee” (= never mind)
9. “Pay two piece” (= Give me two)
10.  “Walkee-walkee fish” (= live fish)
11.  “S’pose no can do catchee coolie” (= If you can’t do it, get the coolie)
12. “What side my room?” (= Where is my room?) 
(an excerpt from All About Shanghai And Environs: A Standard Guide Book)
Pidgin English was a restructured form of English with a lot of phonemic and syntactic borrowings 
from  Cantonese  (a  major  dialect  spoken  in  South  China).  Phonemically,  Chinese  people 
encountered  difficulties  in  pronouncing  some  English  phonemes  which  did  not  exist  in  the 
Cantonese phonetic system. As Peter Mundy, the above-mentioned English trader, commented in 
his writings on the Chinese pronunciation of English words, “Chinese speakers pronounce ‘very 
well’ as ‘vely wen’ and ‘Peter Mundy’ as ‘Pe-tang Mun-ty’. [...] it seems that P, L and D are hard to 
bee Found att the end off their words, especially R, sildome used and hard to bee pronounced by 
them, allthough it is sometymes by some thatt live among the Portugall att Macao” (Temple 1919, 
cited in Bolton, 2003:145). This was probably the first diagnosis of the pronunciation difficulties 
faced by Chinese  speakers  of  English.  Syntactically,  many of  the sentence structures  in  pidgin 
English derived from the Chinese language,  although there were instances where the syntax in 
pidgin English resembled neither English nor Chinese. For example, in the expressions “can do/no 
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can do” and “talkee he”, Chinese syntax was intermingled with English words. But some phrases 
and sentences, especially longer ones, seemed to conform to the syntactic rules of neither language. 
This can be seen in the pidgin joke below (The English and Chinese translations are offered by the 
author of this dissertation).
(original text) (an excerpt from Earnshaw’s Tales of Old Shanghai)
The Hall Porter at the Shanghai Club answers the phone.
Female Voice: “That belong Hall Porter? Well, my wanchee savvy, s’pose my husband have got, no got?” 
Hall Porter: “No, missy, husband no got.”
Female Voice: “How fashion you savvy no got, s’pose my no talkee name?”
Hall Porter: “Maskee name, missy, any husband no got this side anytime.” 
(English translation)
Female Voice: “Is the Hall Porter speaking? Well, I want to know if my husband is there or not.”
Hall Porter: “No, Madam. Husband is not here.”
Female Voice: “How come do you know that my husband is not there without asking my name?”
Hall Porter: “You don’t need to tell me your name, Madam. No guest called ‘husband’ has ever been here.”
(Chinese translation)
Female Voice: “是大堂服务员吗？我想知道我丈夫是否在那里 . ” (literal translation: Is the Hall Porter? I want to 
know my husband whether or not there.” )
Hall Porter: “没有, 夫人. 丈夫不在这里. ” (literal translation: No, Madam. Husband is not here.)
Female Voice: “你还没有问我的名字, 怎么就知道我的丈夫不在那里. ” (literal translation: You haven’t asked my 
name, how come know my husband is not there.)
Hall Porter: “不必了, 夫人. 这里从来没有来过叫丈夫的人 .” (literal translation: No need, Madam. Here never 
come Husband person.)  
There were several major reasons for the formation of Chinese pidgin English. Firstly, it was a 
direct  result of the restrictions imposed by the Chinese government on the “intercommunication” 
between “natives” and “foreigners”. This restriction was even justified by the law – “denouncing as 
traitors all those natives who dare to teach the language of the ‘central flowery nation’ [China] to 
outside barbarians” (Williams 1836, cited in Bolton, 2003:151). Therefore, the hostile attitude of the 
government towards learning foreign languages blocked the introduction of “Standard English” to 
the Chinese public. Secondly, as a direct consequence of the first reason, the learning of English 
among Chinese people could not be organised systematically. As a result, many business people 
who wished to learn English had to resort to listening to words – which they simply picked up on 
the street from the conversations among native speakers, or during their bargaining with foreign 
traders and merchants – basically, wherever they could. Thirdly, the impetus for Chinese people to 
learn foreign languages, especially English, was to raise profits when trading with foreigners. Most 
people including the “compradores” and “interpreters” were not exactly keen on improving their 
language accuracy as long as their “pidgin” could serve the business purpose and could make the 
commercial  communication possible.  As  Williams (1837)  observed,  “persons  in England might 
suppose that a Chinese would be glad to receive instruction, and qualify himself for his profession; 
but we know that not one of these linguists ever comes to a foreigner for aid, or ever thinks of 
taking any lessons in the English language” (cited in Bolton, 2003:153). They could not understand 
foreigners speaking to each other in “good” English, “for that is nearly as unintelligible to them, as 
Chinese is to the foreigner” (Williams 1836, cited in Bolton, 2003:151).
Despite its uncouth and ridiculous form, pidgin English was spreading rapidly along the south coast 
of  China.  It  became  almost  the  “exclusive  medium  of  communication  between  natives  and 
foreigners at the open ports” (Nevius 1872, cited in Bolton, 2003:159). Pidgin English circulated as 
the lingua franca of social communication, not only between Chinese and foreign businessmen, but 
also among other professionals such as servants, workers, coolies, pilots, sailors, and tailors, who 
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provided goods or services to foreigners. 
1.1.2 The Role of the Mother Tongue in Pidgin English
Linguistically, pidgin English was a “broken” or “corrupted” form of English. Socio-linguistically, 
pidgin  English  was  a  branch  of  the  English  language  developed  in  a  non-English  speaking 
environment in a non-formal, self-taught way by adult learners. The development of Chinese pidgin 
English may provide us with some interesting insights into the role of the MT in FL learning, 
especially in such unfavourable linguistic circumstances as in the imperial times of China. 
Firstly, at the phonetic level, Chinese people experienced difficulties. According to references in 
many publications at the time, including diaries, memoirs and articles from the foreigners who lived 
in China during that period, it was quite difficult to talk with Chinese people, mainly due to their 
exotic pronunciations.  The following glossary excerpt shows how Chinese people usually learned 
English  pronunciations,  which  may  provide  some  explanations  as  to  why  their  English 
pronunciations often sounded odd. 
(i) Chinese items (ii)  English  translation  of 
(i)
(iii) Chinese characters used to 
indicate English pronunciation
(iv)  Yale  (Cantonese) 
transcription indicating the sound 
of Chinese characters in (iii)
(v) Written form of English 
or  pidgin  indicated  by 
transcription in (iv)
1. 一 one 温 wān one
93. 多谢 thank you 听忌 ting geih tinkee
258. 就回来 come back soon 迪力忌今 dihk lihk geih gām directly come
300. 鱼 fish 非士 fēi sih fishee
(extracted from The Common Foreign Language of the Redhaired People, a popular chapbook published in Canton around the year 
1835 and circulated in the south of China, cited in Bolton, 2003:266-287)
One of the distinct features of this glossary was that it used both Chinese characters and Chinese 
phonetic symbols to transcribe the sounds of English words. In fact, using Chinese characters to 
indicate the sounds of foreign languages has a long history. The two government institutions, the 
Office  of  Interpreters  and  the  Office  of  Translators  who  were  responsible  for  compiling  FL 
glossaries, used the same technique to present foreign languages. This tradition was preserved in all 
the glossaries produced at the time.  However, English and Chinese belong to different language 
families  which  have  very  different  phonetic  systems.  If  Chinese  characters  and  Chinese 
pronunciation system were used to mark the pronunciation of English words, there would be little 
wonder  that  the negative interference of their  MT could be so obviously seen in their  English 
speaking. 
Secondly, at the syntactic level, the rules of Chinese grammar were frequently imposed on English 
sentences. The glossaries in the early times functioned as both English textbooks and Chinese-
English dictionaries, which however offered only word-for-word translation between Chinese and 
English, without providing any English grammatical knowledge or real-life dialogues in English. As 
a result, no English grammatical framework could be formed in the learners’ minds, and the only 
language structure they knew and were familiar with was still their MT. What they learned was in 
fact not a FL, but  at best, only a collection of words with foreign sounds. Therefore, when the 
learners wanted to express themselves in English, mingling English words with Chinese syntactic 
rules arbitrarily would be an inevitable outcome.
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1.2  The  Introduction  of  Formal  English  Language Teaching  in  China (1840-
1949) 
The First Opium War (1840-1842) between Great Britain and China was a watershed in China’s 
recent history. The defeat of the Chinese government at the hands of the British not only forced 
China to open her ports to the foreign powers,  but also impelled Chinese people to realise the 
ongoing  revolutions  in  the  world  and  to  re-evaluate  their  long-standing  view  towards  foreign 
nations who were considered nothing but tributaries to China. Since 1840, many significant changes 
had taken place in all walks of life and every corner of Chinese society. Education in general, FLT 
in particular, was one of them. 
Formal FLT was introduced into China by two groups of educators: English-speaking missionaries 
and nineteenth-century Chinese reformers. The missionaries “viewed foreign-language training as 
the path of least resistance through which to bring the hearts and minds of the Chinese people to 
God”,  while  the  Chinese  reformers  “regarded  foreign-language  competency  as  necessary  for 
mastering  foreign  technical  expertise  and  diplomatic  procedure”  (Ross,  1993:18).  These  two 
concurrently active forces devoted all their efforts to their respective noble causes in China’s late 
imperial times, a declining and crisis-ridden society. English language training was brought to the 
front line to assist them in achieving their goals.
1.2.1 English Language Teaching in Missionary Schools 
Between the late 1830s and 1949, missionaries made great contributions to promoting the learning 
of English in China.  The treaties signed after the two Opium Wars (1840-1842 and 1860-1862) 
forced the Qing government to offer foreigners residence permits and also to grant a number of 
political and economic privileges to foreign diplomats, merchants, and missionaries. Through the 
treaty-port system, by the mid-1860s, the first group of missionary schools started up in several 
cities in China: Hong Kong, Canton (now known as Guangzhou), Amoy (now known as Xiamen), 
Shanghai  and  Ningpo  (now  known  as  Ningbo).  Missionary  education  then  spread  rapidly 
throughout many areas of China, giving increasing numbers of people the opportunity to gain some 
knowledge of English (Bolton, 2003).
In addition to a handful of military and technical government schools, “until the late nineteenth 
century mission schools were virtually the only institutions in China that taught foreign languages” 
(Ross, 1993:19). However, it was rather the economic than the spiritual benefits of learning English 
that attracted most of the students, because familiarity with English was the passport to many well-
paid positions such as compradore, interpreter, doctor, lawyer or even government adviser in treaty 
ports. Nevertheless, the ability to provide students with “an alternative path to social mobility” was 
the “most effective recruiting tool” of missionary schools (ibid., 20). These schools were booming 
at an extraordinary rate. By 1877, there were only 20 such schools in China teaching 231 students. 
In the early years of the 20th century, the number of Protestant missionary schools multiplied. By 
1911, there were more than 3,000 such schools operating in China, catering to an estimated 139,000 
pupils. By 1925, more than 250,000 children were being educated in 7,000 Christian elementary 
schools, and around 26,000 in middle schools. From around 1890, there was also a great expansion 
in  higher  education.  Around  sixteen  Protestant  and  Catholic  colleges  and  universities  were 
established and run by Western missionaries in the period 1890-1949 (Deng 1997, cited in Bolton, 
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2003:192, 231).  
The curriculum in missionary schools  typically consisted of  both Chinese and Western science 
subjects, and the Confucian Classics often occupied a central position. Before the 20th century, their 
teaching method included mainly rote learning and recitation of texts. 
This text-centred approach to basic literacy defined the mission curriculum not only because foreign teachers 
depended upon the support of the Chinese communities in which they lived, but also because the rote learning 
deemed necessary for successful Confucian scholarship was compatible with the teaching and learning practices 
missionary educators had experienced in nineteenth-century American and European schools (Ross, 1993:19).
From the  turn of  the  20th century,  the  Direct  Method started  being employed in European and 
American  academies.  At  almost  the  same  time,  this  method  began  to  be  introduced  to  the 
classrooms  in  missionary  schools  and  Christian  Colleges  in  mainland  China.  Whereas  English 
teaching in Chinese government schools was still “based on a detailed comparison with Chinese and 
methods that emphasised translation rather than composition”, students in missionary schools and 
Christian colleges “typically acquired English through regular contact with foreign teachers and a 
variety  of  English-language  literature”  (Bolton,  2003:242).  In  missionary  schools  traditional 
translation exercises were gradually replaced by composition exercises. This was done in the belief 
that “composition exercises freed the students to seek self-expression in accordance with newly 
acquired foreign norms” (Yeh, 1990:14-15). At university level, some reputable universities also 
began to use English as their teaching medium. St John’s University in Shanghai was well-known 
for its graduates’ excellent command of English and  was widely regarded as “the best school for 
studying  English  in  China”  (Sohigian  1991,  cited  in  Bolton,  2003:243).  The  principal  of  the 
university, Dr Francis L. H. Pott, described the “secret” of their success in his report in 1887:
By teaching students English we are doing something of the same character in educating the Chinese mind, as 
Greek and Latin accomplish for the foreign boy. The analysis of the words, the close study of their meaning, the 
drill  in  syntax,  all  tend  toward  developing  the  analytical  powers  of  their  mind  (Xu 1994,  cited  in  Bolton, 
2003:234).
Even at the pinnacle of their development in China, missionaries had already sensed that the time 
would surely come when their schools “would eventually become subsumed by China’s indigenous 
educational system” (Ross, 1993:32). Missionary schools as well as their colleges and universities 
survived in the mainland of China until the founding of the People’s Republic of China in 1949. 
Afterwards they were prohibited in the mainland, due to political reasons.  
1.2.2 English Language Teaching in Government Schools
After 1840, English was perceived in imperial China “as a threat to the nation’s cultural integrity, 
but  also,  paradoxically,  as  a  means  to  help  shore  up  that  integrity”  (Adamson,  2004:32).  This 
ambivalent attitude had to account for the constantly swinging policies towards FLT in this period. 
On the one hand, after the defeat in the First Opium War, some Chinese officials realised that in 
order to avoid future humiliations, the study of foreign languages, especially English, was essential 
to gain access to Western ideas, science and technology so as to strengthen China. On the other 
hand,  there  was  a  prevailing  fear  among  the  other  officials  regarding  the  social  and  political 
consequences of such ideas and knowledge: Will the introduction of Western ideas undermine the 
foundation  of  traditional  Chinese  values?  Will  the  familiarity  with  other  cultures  cause  the 
ignorance of one’s own culture? Is the close contact with foreigners paving the way for Western 
powers to colonise China eventually? 
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Apart  from  the  appeal  from  the  reformists,  the  disadvantageous  diplomatic  situation  also  put 
considerable pressure on the Chinese government to effect educational reforms. For example, the 
Treaty of Nanking (now known as Nanjing) signed in 1841 that ended the First Opium War “was 
written in two versions, English and Chinese – but the versions did not entirely match, to China’s 
disadvantage” (You, 2004:70). In fact, all treaties signed after the Second Opium War were written 
in English, which directly propelled the Chinese government to launch the programme of training 
language translators who could make sense of the documents (Zhu, 1998). This urgent need could 
be clearly seen in the following petition from Prince Kung to his brother – the Emperor:
We request your Majesty to order Canton and Shanghai each to send to Peking two men who understand foreign 
spoken and written languages to be commissioned and consulted. We note that in any negotiations with foreign 
nations, the prerequisite is to know their nature and feelings. At present, their speech cannot be understood and 
their  writing  can  hardly  be  deciphered.  Everything  is  impeded  (Teng  and Fairbank  1967,  cited  in  Bolton, 
2003:240).
In spite of the strong opposition from the conservatives, the Imperial Court finally established an 
institute of translation and interpretation on 13th June 1861, known as “Tong Wen Guan” (TWG). It 
was subordinated to “Zongli Yamen”, a government office dealing with foreign affairs. A similar 
institute,  called  “Shanghai’s  Foreign  Language  School”  (SFLS),  was  set  up  in  1863  by  an 
influential  government  official.  Shortly  after,  FL schools  as  such  also  emerged  in  other  major 
Chinese cities like Wuhan and Canton. 
Although TWG and SFLS were established at almost the same time, they were quite different in the 
way  they  conducted  FL  training.  TWG  aimed  to  fulfil  the  diplomatic  needs  of  the  central 
government in Peking (now known as Beijing), while SFLS sought to satisfy the commercial needs 
of Shanghai region, the hub of China’s economy. Another interesting difference between these two 
schools was that in SFLS, 24 of 29 teachers were Chinese, while in TWG’s faculty, its 3 Chinese 
teachers were far outnumbered by 60 foreign instructors. The strength of the Chinese faculty and 
leadership in SFLS was overwhelming, which was viewed by some researchers as the reason for its 
relative academic success superior to TWG. They both recruited students up to age 15, but the 
students in TWG were primarily chosen from aristocratic families, whereas SFLS recruited children 
from the vicinity who were deemed as having brilliant ability and refined character. Four decades 
after their establishment, they were both reformed to meet the new demands. TWG was taken over 
by  Peking  University,  while  SFLS  became  a  military-technical  school  offering  courses  in 
mathematics, astronomy, and geography (Ross, 1993:25-29).
Revolutionary reforms also took place in general educational sectors. Some reform advocates put 
forward an eclectic proposal, among whom Mr Zhi-dong Zhang (1837-1909) was an outstanding 
representative.  He  stated,  “to  know  foreign  countries  and  not  know  China  is  to  lose  one’s 
conscience; to know China and not know foreign countries is to be deaf and blind” (Ayers 1971, 
cited in Ross, 1993:28). His interpretation of China’s modernisation process was “zhong xue wei ti,  
xi xue wei yong” (translation: Chinese Classics for fundamental principles, Western knowledge for 
practical applications). From his point of view, “in relations between China and the outside world, 
commercial affairs are the t’i (=ti) [foundation] and armed force is the yung (=yong) [technique]” 
(Ross, 1993:28). This ti-yong dualism was the most famous slogan at the time, and was also used as 
a central guide-line for the reforms in government schools.
Looking at Japan’s successful adoption of Western educational model and its consequent progress in 
military and social aspects, Chinese officials finally decided in 1902 to discontinue China’s 1300-
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year-old  Ke  Ju3 educational  system  and  instead  to  follow  the  Japanese  educational  model. 
According to the new model, English was for the first time among the three compulsory subjects 
(together with Chinese and Mathematics) included in the curriculum of secondary schools. The aim 
of the new model was to make primary schooling universal for all children of seven years of age or 
older and to turn the secondary school curriculum into a four-year programme. However, “a lack of 
money and facilities, as well as a shortage of teachers sufficiently qualified to meet the demands of 
the  new  curriculum,  hampered  such  an  ambitious  project”  (Adamson,  2004:28).  Nevertheless, 
“during the first  decade of the twentieth century,  the number of  government-supported schools 
increased over  seventy times,  surpassing missionary schools  in both numbers  and prominence” 
(Ross, 1993:32). In 1912, the educational development was once again interrupted by the political 
turbulence, when the progressive democrats overthrew the last Imperial Court, Qing Dynasty, and 
established the Republic of China. However, this regime was short-lived and collapsed in 1923. 
Despite various obstacles, the ambitious project was implemented in urban schools from 1912 to 
1923, and the hours devoted to foreign-language learning (especially English) were up to 1,056, 
more time than was allotted to any other subject (Fu 1986, Chen 1961, cited in Ross, 1993:32).
In  government  schools,  the  MT  was  the  major  medium  in  classroom  communication.  The 
Grammar-translation Method was primarily used in FLT at the time. 
Although curricular descriptions urged the cultivation of conversational skills, foreign-language teachers relied, 
by necessity and tradition, on traditional grammar-translation methods, intensive reading, writing from memory 
or models, and detailed grammatical analysis (Ross, 1993:32).
Around the 1920s, the Direct Method was gradually introduced into government schools. This was 
the result of another round of educational reform in 1922, which was marked by the importation of 
an educational model from the United States to replace the Japanese one. The American model was 
viewed as progressive with more emphasis on learners’ communicative skills. 
The hours devoted in the national curriculum to foreign-language training, as well as to other subjects, were 
reduced, and a direct teaching method (zhijiefa) stressing the development of listening and speaking abilities was 
advocated  so that  students  might  learn  foreign languages  “naturally”.  Teaching materials  and content  were 
redesigned around the interests and motivation of individual students (ibid., 34).
As  had  often  happened  in  China’s  recent  history,  educational  projects  were  now  and  then 
discontinued or hindered by political turbulences. During the second half of the 1920s, political 
activists together with university students started a nationalism movement. It was carried out in a 
radical way and turned into an anti-Christian campaign. Christianity, Christian churches, missionary 
schools all came under attack for eroding Chinese nationalism. The public was called upon to clear 
away “inner imperialism” which was branded on missionary education (Saari 1990, cited in Ross, 
1993:34).  As  a  result,  English  language  teaching,  “as  a  source  of  cultural  and  psychological 
disunity” (Tsang 1933, cited in Ross, 1993:34), was kept entirely out of elementary schools. This 
movement was based on the argument that English had nothing to do with the “cultivation of a 
patriotic and efficient citizenship” – the paramount purpose of basic education in China (Wakeman 
1990, cited in Ross, 1993:34). A further measure to tighten the control over Western influence in 
China was the registration policy: All the private schools, especially foreign schools in China, were 
3 Ke Ju, also known as “the imperial examination”, was an examination system in Imperial China, which determined who among the population 
would be permitted to enter the state’s bureaucracy. Prior to the imperial examination system, most appointments in the imperial bureaucracy  
were based on recommendations from prominent aristocrats and local officials, and it was commonly accepted that recommended individuals 
must be of aristocratic rank. The imperial examination system started in 605 during the Sui Dynasty (581-618). Theoretically, any male adult in 
China, regardless of his wealth or social status, could become a high-ranking government official by passing the examination. This system was a 
major mechanism in Imperial China, by which the central government captured and held the loyalty of local-level elites. There had been a lot of 
criticism of the format and content of the examination – a specified style of essay writing – which was generally considered pedantic, trite and 
impractical. The imperial examination was partly discontinued in 1902 and was completely abolished in 1905 (cited from Wikipedia). 
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required  to  register  with  the  government.  Upon the  registration  Chinese  chief  executives  were 
required to be appointed to supervise their  operation.  Religious courses were restricted to only 
secondary  schools  as  an  optional  subject  (Ross,  1993).  Under  political  oppression,  missionary 
schools gradually retreated from mainland China, although they had in the past contributed so much 
to the development of China’s ELT.
In spite of the official constraints, ELT started to enjoy a boom at the beginning of the 1930s, due to 
the practical use of English. Chinese secondary school students took five classes of FL a week for 
six years, for a total of 1,080 classes. In 1936, this number dropped to 972, but numerous students 
were willing to pay for privately run, short-term language courses (Shanghai Education Statistics 
1935, cited in Ross, 1993:35).
1.2.3 Development and Decline of Pidgin English 
Before the First Opium War, Canton (Guangzhou) was the only port in China open for foreign trade 
and residence. After the war, according to the Treaty of Nanking (Nanjing), another four ports – 
Amoy  (Xiamen),  Foochou  (Fuzhou),  Ningpo  (Ningbo)  and  Shanghai  –  were  opened  to  Great 
Britain and other Western powers. At the turn of the 20th century, over forty Chinese cities, both 
littoral and hinterland, were opened to the colonial officials and Western missionaries as well as 
merchants through the treaty-port system. Pidgin English suddenly enjoyed a surge of popularity in 
these open cities. The compradores and interpreters who were previously looked down upon also 
immediately became the most needed intellectuals.
Pidgin English was spreading from the South to the North of China at an unexpectedly fast rate. It 
was  reported  that  by  the  1870s  the  ridiculous  jargon  was  “the  almost  exclusive  medium  of 
communication between natives and foreigners at the open ports” (Nevius 1872, cited in Bolton, 
2003:159). Pidgin English was spoken “not only by the English residents in communicating with 
their servants and employees, but also by the merchants and visitors to China of all other nations” 
(Shaw 1897,  cited  in Bolton,  2003:159).  The people  who could  speak  foreign languages  were 
needed and respected rather than scorned and contemned.
By  the  end  of  the  19th century,  pidgin  English  had  reached  its  culmination  since  its  initial 
appearance in the mid-17th century.  The popularity of pidgin English was not gained accidentally. 
First of all, the fast expansion of foreign trade in both coastal and inland areas boosted the demands 
for interpreters.  English communication skills  became essential  requirements of many well-paid 
positions. The group of people who had the “expertise in pidgin English” and the “knowledge of the 
West” became the middlemen mediating “between East and West, not only economically, but also 
socially, politically, and culturally” (Hao 1970, cited in Bolton, 2003:159). In return, they received 
respect  as  well  as  a  decent  salary,  which  was  probably  the  principal  reason  for  the  public 
enthusiasm for learning English. Next, the flow of foreign trade in numerous cities in China also 
promoted the commercial and cultural exchanges within China’s territory. China was such a vast 
country with hundreds of different vernaculars (although a common writing system was shared by 
all) that people from different geographical regions could not easily understand each other’s dialect. 
Pidgin English was to some extent adopted as a common spoken language even among the Chinese 
people themselves (Simpson 1873, cited in Bolton, 2003:159).
 
From the  late  19th century  onwards,  however,  pidgin  English  started  to  decline  and  “Standard 
English” was gradually introduced into China. Greatly increased access to the formal teaching of 
English was the key factor in shifting the acquisition and use of English from a pidgin form to a 
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more “standard” variety of English. In fact, around the 1870s, the movement was already underway. 
As Dennys (1870) wrote, “numbers of Chinese, indeed, thanks to emigration to the United States, 
and the increased facilities available in the British Government schools at Hong-kong, now learn to 
talk English with fluency and correctness” (cited in Bolton, 2003:192).  Hundreds of missionary 
schools in China had been actively promoting the English language for years.  With their help, 
thousands of Chinese people could “speak English at least as well as most non-English peoples” 
(Green  1934,  cited  in Bolton,  2003:192).  In  addition,  the  Chinese  government  made efforts  to 
increase the number of institutes where Western subjects and the English language were taught. 
Many overseas returnees also became the pioneers of the movement of “depidginisation”.
Macao and Hong Kong were the only two Chinese cities that fell into the hands of foreign colonists. 
They were colonised by Portugal and Great Britain in 1887 and 1898 respectively. Ever since, they 
had  been  constantly  in  contact  with  foreign  languages  and  cultures,  and  hence  they  were  the 
forerunners  of  the  “depidginisation”  movement.  “English-medium  schooling  was  also  given 
increased encouragement through the establishment of the University of Hong Kong in 1911” (ibid., 
193). Cannon (1936) described the situation in the 1930s in Hong Kong as follows:
“Pidgin” has ceased to be used in intercourse with educated Chinese – it is, in fact, highly insulting to employ it. 
On the other hand, “pidgin” seems to have filtered down to the working class, intelligent members of which have 
realised that, without some means of talking to and understanding European supervisors, they have little chance 
of becoming foremen and gang-leaders. At Hong Kong chair-coolies and rickshaw pullers are beginning to learn 
a few odd words. As regards the future, it appears likely that “pidgin”, as a business language, will soon be 
extinct. Its place is being rapidly taken by English which, though often incorrect, is still definitely English (cited 
in Bolton, 2003:160-161).
According to Whinnom (1971:102-103), pidgin English continued to appear in Hong Kong up to 
the 1960s, but the public sentiment against using pidgin English was very deep and strong.
Middle- and upper-class Chinese speak Chinese or English, but never pidgin, which they despise as the mark of 
a socially inferior class. [...] The rewards in Hong Kong for superior performance in English are considerable, 
and a good deal of very active language-learning and language-teaching must be one of the principal reasons for 
the slow decline in the use of pidgin.
Although there is  not yet a unanimous view among the researchers as to when pidgin English 
became extinct and whether it has really ceased to be used, there is no doubt that pidgin English has 
walked off  the stage of history and is  no longer  a  common means of  communication between 
Chinese people and people of other countries.
1.3 The Soviet Union’s Influence on English Language Teaching in China (1949-
1966)
1.3.1 Background
As Hayhoe (1989:191) described,  since the  First  Opium War (1840-1842),  China’s  educational 
pendulum has always been swinging “between traditional knowledge patterns for political control 
and transformed ones for economic development”. FLT has been a particularly sensitive point on 
this  pendulum.  It  has  experienced  several  ups  and  downs  since  the  founding  of  the  People’s 
Republic of China in 1949, especially during the first three decades.
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After its victory in the Civil War (1945-1949), the Chinese Communist Party turned to the former 
USSR seeking for a strong political coalition. Based on the political treaty of alliance, the USSR 
offered scientific  and technological support  to  China.  In the early 1950s,  the Russian language 
accordingly became the main FL taught in schools at  all  levels. In contrast,  English was rarely 
visible in the school curriculum. Learning English was more than just unpopular – it was “somehow 
unpatriotic to study the language of our enemies” (Tang, 1983:41).
The  burning  enthusiasm  in  politics  led  to  some  dramatic  and  irrational  changes  in  China’s 
education. In order to supply the country with more diplomats and interpreters, in the curriculum of 
many schools, Politics and the Russian language became the key subjects, even more important than 
Chinese and Mathematics. The enrolment at many schools doubled or even tripled within a couple 
of years,  far beyond their actual teaching facilities. On 28 April 1954, the Ministry of Education 
(MOE) announced that “all foreign language teaching other than Russian would cease in secondary 
schools in order to reduce the demands of the curriculum on students. Priority was given to learning 
Chinese and other subjects” (Adamson, 2004:36). English language teaching was once again thrown 
out of the school curriculum.
In 1954, the central government of China issued “Target for Russian Language Education Work”. It 
was widely considered China’s first influential document on foreign-language education since 1949.
[It] prescribed a three-tiered system of institutions to coordinate national foreign-language training programs. 
The lowest  tier  consisted  of  specialized schools  to  train  interpreters,  tour  guides,  diplomats,  and practicing 
teachers. The second tier was comprised of normal colleges, which trained foreign-language teachers for primary 
and secondary schools, and three-year foreign-language colleges, which trained translators and teachers. Finally, 
prestigious  comprehensive  and normal  universities  offered three-to-four  year  programs emphasizing  literary 
studies and linguistic research for college-level instructors, editors, and translators (Ross, 1993:43).
In 1956, at least 15 different Russian language courses were offered by the schools and colleges in 
the  three-tiered  system.  However,  the  Russian  language  immediately  fell  off  the  dominating 
position when the political tie between China and the USSR was suddenly broken in 1960. The first 
response  of  China’s  central  government  towards  FL training  was  to  develop  a  new and  more 
rational program, but there was very little indication of much consideration given to the policy 
which abruptly shifted from one extreme to another. For example, after the Soviet experts left China 
en masse, “the Ministry of Foreign Affairs directed Beijing Foreign Language Institute to establish 
five new language courses each year until in one or two decades 74 of the world’s major languages 
would be represented in its curriculum” (ibid., 46). Even if there had been enough teachers and 
facilities  to  support  such  dramatic  expansion,  the  prospective  employment  situation  for  the 
graduates was rather gloomy in a society where very little trust and confidence was given to the 
foreign influence. Undoubtedly, students found it hard to be convinced that the study of foreign 
languages was worth their time and effort.
Meanwhile, the practical value of the English language as the gateway to advanced science and 
technology as well as to international political activities, propelled the Chinese government to re-
introduce  English  to  the  classrooms,  two  years  after  it  was  abandoned.  In  1956,  the  MOE 
announced that  from September  1957 “junior  secondary  schools  would  teach either  English or 
Russian, and that the target ratio of schools offering Russian to those offering English would be 1:1, 
although this provision would be initially limited to those schools in the big cities, such as Beijing, 
Shanghai and Tianjin, that possessed sufficient resources to teach English” (Adamson, 2004:37). In 
1958,  a  political  movement  called  “the  Great  Leap  Forward”  (1958-1959)  was  launched,  the 
ambitious but unrealistic economic goal of which was “catching up with Great Britain in 15 years”. 
Although the movement was short-lived, it renewed the official recognition of the importance of 
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learning the English language. Between 1957 and 1959, “the number of full-time junior secondary 
school English language teachers multiplied more than 25 times to 1,859” (ibid., 37).
The government’s swinging standpoint towards ELT made teacher training programmes extremely 
difficult  to  carry  out.  When  the  Russian  influence  swept  the  country,  “many  former  English 
Language teachers switched to teaching Russian – to the extent, when official records began in 
1957, there were only 73 junior secondary school English Language teachers in the whole country” 
(ibid.,  36). After the teaching of English was re-evaluated, many Russian language teachers who 
were former English teachers switched back to teaching English. The teacher training could hardly 
keep abreast with the pace of policy changes. Actually, no proper teacher training was provided 
after 1949, and many teachers working in schools offering English were not qualified in terms of 
their  English  language  proficiency.  The  English  teachers  “who had graduated  from missionary 
schools or schools with a good academic reputation would probably have good all-round ability in 
English, whereas graduates from non-religious and less prestigious schools would scarcely be able 
to read or write in English” (ibid., 39), let alone speak English.
Apart from teacher training, textbook design and production was also left far behind the academic 
needs. No nationally unified English textbooks were produced in China at that time, and because of 
political reasons, the importation of books from English-speaking countries such as the UK and the 
USA, was out of the question. The textbooks used by the schools which offered English were either 
the old series produced before 1949 or new ones written by their own staff.  The first  series of 
nation-wide English textbooks for junior and senior secondary schools appeared in 1957 under the 
supervision  of  the  Ministry  of  Education.  This  series  was  followed  by  another  four  series  of 
textbooks which were successively published between 1958 and 1963. The content and pedagogy of 
these textbooks may reveal how English was taught inside classrooms at the time. The focus of this 
dissertation is  on  ELT at  junior  secondary  level,  thus  only  the  textbooks  for  junior  secondary 
schools will be analysed below. The twelve series4 to be analysed in this chapter are called as shown 
in the following table, differing from how they are named in Adamson’s (2004) book.
Period Name in this chapter Name in Adamson’s (2004) book
Soviet Union’s Influence (1949-1966) Series 1957 Series One
Series 1960a Series Two
Series 1960b Series Three
Series 1961 Series Four
Series 1963 Series Five
Cultural Revolution (1966-1976) Tianjin Series Tianjin Series
Shaanxi Series Shaanxi Series
Shanghai Series Shanghai Series
Beijing Series Beijing Series
New Developments in China’s ELT (1977-present) Series 1978 Series Six
Series 1982 Series Seven
Series 1993 Series Eight
Series  1957 was China’s  first  set  of  indigenous English textbooks produced after  1949 for  the 
4 All the twelve series of textbooks analysed in this Chapter are referenced from Adamson’s (2004) book China’s English: A history of English in  
Chinese education. Adamson was sent by Longman International Publishing company at the beginning of the 1990s to work with one of the most 
well-known publishing houses in China – PEP (see the next footnote) – to produce a series of nation-wide English language textbooks for 
Chinese pupils. This working experience provided him with a direct access to the textbook archives of the PEP and a close contact with the staff 
in the PEP. Adamson’s book (2004) contains much valuable information and analysis of the old series of textbooks used in China after 1949, as 
well as many extracts of the interviews that he had with his former colleagues in the PEP. Therefore, his book (2004) is acknowledged as the  
major source of reference for the facts, statistics and tables cited in this chapter.
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teaching of English in junior secondary schools. Three years later,  Series 1957 was replaced by 
Series 1960a, mainly because it “was criticised and condemned as being divorced from politics, 
from production and from reality” (ibid.,  54). Upon the order of the central government, a more 
work-theme-oriented English textbook series was written and published by the PEP5 in September 
1960.
Parallel to the development of Series 1960a, moves were underway to promote FLT in primary 
schools. By 1960, there had been up to 726,484 primary schools across the country. The number 
had doubled compared with that in 1949. The Ministry of Education commissioned a new series 
(Series 1960b), which was designed to cover the twelve-year school curriculum (6-year primary 
schooling + 3-year junior secondary schooling + 3-year senior secondary schooling) over a period 
of nine years (primary education Year 3-Year 5 + 4-year junior secondary education + 2-year senior 
secondary education). “It was decided to use these books on an experimental basis for two years in 
selected schools in Beijing and Shanghai before they would be introduced nation-wide” (ibid., 65-
66). Series 1960b was published between March and May 1960. It was considered an entire failure. 
It was abandoned after two years of piloting, partly because of its poor design, and partly because of 
the changes in the political climate in China.
A National Cultural and Educational Conference was held in the summer of 1960 to discuss future 
initiatives in education, such as length of schooling, curricular content and pedagogy. One of the 
major decisions made at this conference was to promote a newly integrated ten-year programme 
covering  primary  (5-year)  and  secondary  (3-year  junior  secondary  +  2-year  senior  secondary) 
schooling in selected cities and schools. This programme was for those students who were deemed 
capable of covering the traditional twelve-year syllabus over a period of ten years. The PEP was 
thus assigned two tasks: To provide materials for the piloting schools in the ten-year programme 
and to revise the syllabus and textbooks for other secondary schools which retained the twelve-year 
system. Under this order, two series of textbooks, Series 1961 and 1963 were produced.
1.3.2 Syllabus
A syllabus was written together with Series 1957 but was never published. It laid down a number of 
guide-lines to direct ELT in China at that time. For example, the goal of ELT was to “provide 
students  with  the  necessary  knowledge,  skills  and  techniques  that  are  needed  when  they  use 
English” (ibid., 41). It was also reiterated in the syllabus that particular attention should be paid to 
good pronunciation and grammatical accuracy, which were believed to be the important attributes of 
capable interpreters. There was a limit of the number of words and phrases that Series 1957 should 
not  exceed  approximately  1,000.  The  vocabulary  items  were  carefully  allocated  into  lessons 
according to the level of difficulty. Using vocabulary to control language difficulty is also often 
seen  in  the  teaching of  the  Chinese  language,  where  a  restriction  is  placed  on  the  number  of 
characters to be taught per school year.
Due to the very short notice for writing Series 1960a and the experimental purpose of Series 1960b, 
no new syllabus was produced for these two series. Thus the draft syllabus of Series 1957 remained 
unchanged as a default document for Series 1960a and 1960b.
A draft syllabus was drawn up for Series 1961. However, as with the earlier series, it was never 
5 The People’s Education Press (PEP) is a publishing house under the direct leadership of the Ministry of Education of the People’s Republic of  
China. It was established in 1950. It mainly engages in educational research, drafting and publishing syllabuses, as well as writing, compiling,  
publishing, distributing, importing and exporting school textbooks and additional teaching materials.
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published and was  used  mainly as  internal  guide-lines.  “The guidelines  stipulated that  English 
should be learned as a tool for national construction and for students’ future studies and career. The 
students should acquire the ability to read, write and speak English,  and the teaching materials 
should be taken from original  sources or should be as colloquial  (and therefore as realistic)  as 
possible.  The  students  were  also  expected  to  achieve  a  ‘basic  knowledge’ of  phonetics  and 
grammar, as well as a vocabulary of 2,700 words”. There was a common view throughout the series 
published  at  the  time  that  “language  is  best  studied  through  a  thematic  approach  with  graded 
linguistic components” (ibid., 83).
Series 1963 was the first series produced after 1949 with a published syllabus. This syllabus “was a 
28-page document written in Chinese, setting out teaching aims and requirements, teaching content, 
the organization of the teaching content, pedagogical considerations, and the detailed requirements 
and content for each year group” (ibid., 94). In the syllabus, the importance of learning English was 
once again stressed, together with the issues relating to the expected level of students’ speaking 
ability. In addition, advice on principles of learning and on teaching method was offered.
Foreign language learning is an important tool in developing cultural and scientific knowledge, to carry out 
international interaction,  to foster cultural  exchanges, and to increase the understanding between peoples  of 
different countries. [...] students are required to master 1,500 to 2,000 words and some set phrases, to acquire 
basic knowledge and skills in pronunciation, vocabulary and syntax; and to develop a preliminary ability to read 
simple texts, a certain ability to make sentences and to conduct simple everyday conversations (PEP 1963, in 
translation, cited in Adamson, 2004:95).
The passage in each lesson and the vocabulary and grammar of the passage should be compatible with the 
students’ receptive ability, and arranged in accordance with such principles as from superficial to deep, from easy 
to difficult, and from concrete to abstract ... The presentation of grammar can usually be carried out using the 
inductive method, ... which is adopted because it makes it easy for the students to imitate and apply grammatical 
phenomena (PEP 1963, in translation, cited in Adamson, 2004:97).
1.3.3 Organisation of Lessons
In almost all five series, lessons usually included four parts:
1. Reading passage.
2. Vocabulary list.
3. Grammar focus.
4. Exercises (e.g. phonetics, reading comprehension, blank-filling exercises).
A “Grammar” section was included in every lesson throughout the books of the five series. The 
major  grammatical  points  in  each  lesson  were  listed  in  this  section,  together  with  Chinese 
explanations and a couple of examples illustrating how to use these structures appropriately.
In order to consolidate the grammar rules and fix them firmly in the minds of the students, at the 
end of  each lesson,  there were a  variety of exercises (see Appendix I),  such as (adapted from 
Adamson, 2004:46):
 transformation drills (rewriting a sentence, changing an element such as the tense)
 translation (from/into both Chinese and English)
 blank-filling (with or without a cue word in Chinese)
 substitution exercises (e.g. replacing italicised phrases with a pronoun) 
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Many lessons in Series 1961 and Series 1963 started with a story or a dialogue which was “strongly 
realistic” (ibid., 88) and colloquial. Learners’ oral skills were trained before writing skills, and they 
were encouraged to use English as much as possible.  Their English proficiency was developed 
through practising and habit-formation rather than through recitation and memorisation. However, 
the  Grammar-translation  Method  was  still  widely  used  for  grammar  explanation  and  text 
translation, which was still the focus of ELT at the time. In the “Exercises” section of this series, 
apart from some conventional exercises (e.g. blank-filling, translation, reading), some new types of 
exercises were also seen, such as structure-based speaking drills.
1.3.4 Pedagogy
I. A. Kairov, an educator and one-time Minister of Education of the former Soviet Union, was an 
influential figure in the field of language education in China in the 1950s. His “Five-step” language 
teaching method was not only favoured by the teachers in the USSR, but also borrowed by China as 
an excellent model. Kairov’s method could be summarised as follows (ibid., 46):
1. Reviewing old material
2. Introducing new material
3. Explaining the new material
4. Consolidating newly learned material
5. Giving assignments 
Kairov’s method could be characterised as “three-centred” teaching (classroom-centred, teacher-
centred, and textbook-centred),  which echoed the traditional way of Chinese language teaching 
(reading, parsing, memorising, and exercises).  This similarity made Kairov’s approach perfectly 
acceptable to the Chinese teachers and learners. 
In almost every series, there was a text describing classroom procedure. These texts were often used 
as model lessons showing how a typical English lesson should be conducted. 
(Series 1957, Book 1, p84-85, cited in Adamson, 2004:45)
At an English Lesson
Teacher:Good morning, boys (girls).
Pupils: Good morning, comrade teacher.
Teacher:Sit down, please. (The pupils sit down.)
Teacher:Open your books. Li Ming and Liu Teh-lan! Stand up and read lesson 25! (Li and Liu stand up and 
read.)
Teacher:Very good. Sit down, please. (Li and Liu sit down.)
Teacher:Close your books, boys (girls). Count from one to twenty. (The pupils count from one to twenty.)
Teacher:Good. Now, Wang Min and Chang Li! Come to the blackboard. Please write the numbers eleven to  
twenty. (Wang and Chang go to the blackboard and write.)
Teacher:That’s good. Go back to your seats. Now boys (girls), put your books in your desks and take out your 
notebooks. (The pupils put their books in their desks and take out their notebooks.)
Teacher:Write in your notebooks: “This is an English lesson. At this lesson we read and write in English.” 
(Series 1957, Book 2, p46, cited in Adamson, 2004:45)
Our English Lessons
We have a new text every week. Our teacher reads the text and we read after her. Then she explains the text. We 
listen carefully because there are many new words in it. If we do not understand, we put up our hands, and she 
explains again. Our teacher asks us questions. When we answer her questions, we must try to speak clearly. We 
do a lot of exercises in class. We make sentences. We have spelling and dictation. Sometimes we write on the 
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blackboard. Sometimes we write in our notebooks. We learn to write clearly and neatly. 
I like our English lessons. I think we are making good progress.
(Series 1960a, Book 2, p56-57, cited in Adamson, 2004:59)
In Class
It is nine o’clock in the morning. The pupils of Class Four, Grade Two are having an English lesson. The teacher 
gives them a quiz. First they recite the text and translate some sentences, then they have dictation. After the quiz 
the teacher explains the new words in the next lesson. The pupils learn to spell them. Then they begin to read the 
text. The pupils read after the teacher. They read carefully and clearly. They read the difficult sentences again 
and again. After that they learn how to use some of the new words and phrases, the teacher writes the word 
“party” and the phrase “to be proud of” on the blackboard. He asks the pupils to make sentences with them. The 
pupils soon get the sentences ready. One of them reads his sentences aloud. 
“We must be good sons and daughters of our Party.”
“We are proud of our great motherland.”
They are very good sentences. The teacher is very glad.
(Series 1961, Book 1, p88, cited in Adamson, 2004:86)
It is half past nine in the morning. We are having an English lesson. First the teacher explains the new words in 
the new lesson. He teaches us to spell them. Then he reads the text. We read after him. We read carefully and 
clearly.
In  the  above  texts,  there  were  clear  signs  of  the  application  of  Kairov’s  “Five-step”  method: 
reviewing – reading – parsing – practising – producing. Although the recommended pedagogy in all 
of these series aimed to develop students’ four communicative skills (listening, speaking, reading 
and writing),  yet  in fact,  as it  is  shown above, reading and writing overwhelmed listening and 
speaking by a clear margin. In other words, the form of the FL, rather than the communicative 
function of the language, was the teaching focus. If any of the classroom activities could be counted 
as students’ spoken L2 output, it would probably be reading aloud and text recitation. However, the 
teacher should not be the only one to be blamed for not giving students sufficient chances of free 
talking, because it was stated explicitly in the guide-lines of Series 1957 that “all oral and written 
exercises should be strictly limited to repetition. Free creative use of practice should be avoided so 
that students can learn purer English” (Adamson, 2004:39). Needless to say, the validity of this 
view is questionable.
The National Cultural and Educational Conference held in the summer of 1960 was a milestone in 
China’s ELT during the period between 1949 and 1966 before the Cultural Revolution. This period 
was described as a “Renaissance” (Tang, 1983) of China’s ELT, a time of original innovations, of 
reformatory practice and of booming development.  After the conference, Series 1961 and 1963 
were produced.
 
Series 1961 was written with the intention of producing a series which would be better structured 
and to a higher standard than previous series. The goal of Series 1961 was to develop students’ 
abilities to use colloquial English and to read professional publications in English. Series 1961 
inherited  the  tradition  of  vocabulary  and  grammar  grading  and  of  relying  on  the  Grammar-
translation Method as the first  choice of teaching.  Moreover,  the Audio-lingual Method,  which 
started to get popular in the 1960s in some Western countries, was also introduced to some parts of 
this series by the foreign consultants who were working in the textbook writing team.
(Series 1961, Book 3, p1-2, cited in Adamson, 2004:88-89)
Learn to Speak English
Student: Good morning, teacher.
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Teacher: Good morning. How did you enjoy the holidays? Are you glad to be back at school?
Student: Yes, I am very glad to be back and to begin my lessons again. I want to improve my English this term. I 
should like to be able to speak correctly. What should I do?
Teacher: You must try to talk in English as much as possible. Don’t simply say “yes” or “no” and then stop. You 
can’t learn to talk by keeping your mouth shut, can you?
Student: No. But suppose I make mistakes ...
Teacher: Don’t worry about mistakes. First of all, learn the expressions by heart. Learn whole sentences, not  
single words. Another thing, don’t be afraid to talk. Just try to say what you want to say, and don’t be 
afraid that people will laugh at you. Keep on trying and you’ll make fewer and fewer mistakes. And, 
there’s another thing to remember: always say complete sentences. That’s the way to learn to speak a 
language. 
Student: Thank you. I’ll do as you say.
What the student was encouraged to do in the above passage mirrored some features of the Audio-
lingual Method. Although some traces of Audio-lingualism were clearly shown in Series 1961, the 
Audio-lingual Method was far from being fully applied in China’s ELT at the time. It is probably 
more  precise  to  say that  the pedagogical  progress  in  Series  1961 was  the spark of  the  Audio-
lingualism in China’s ELT.
Series 1961 was a pilot series mainly used by schools whose students were deemed capable of 
covering the twelve-year syllabus in ten years. After the relative success of Series 1961, a new 
series  was produced with more involvement and support  from grass-roots  teachers  and foreign 
consultants.  It  was  put  into  use  in  1963 in  the  vast  majority  of  schools  in  China  which  were 
retaining the twelve-year educational system.
Series  1963 was a combination of tradition and innovation. It  not only advised the teachers to 
continue the tradition of using the Grammar-translation Method, but also brought something new to 
China’s ELT. It was the first series which detailed the recommended pedagogy in the syllabus.
Teachers can contribute to the process by giving clear explanations, but the following strategies are strongly 
recommended: getting students to read aloud and recite passages from memory; holding question and answer 
sessions with  the students  about  the contents of  a  passage;  giving a dictation;  getting the students  to  write 
sentences; and getting the students to translate and compose passages. Furthermore, extracurricular activities 
were suggested in the syllabus to supplement regular lessons; these could include reading simplified novels; 
singing  English  songs;  making  wall  posters;  having  a  handwriting  exhibition,  spelling  contests,  speech 
competitions and dialogue performances; and using gramophone records, tape recorders, slides and microphones 
(ibid., 99).
 
Among  the  four  language  skills,  three  of  them  (writing,  listening  and  speaking)  were  often 
neglected  in  previous  series,  due  to  some  shortcomings  in  the  textbook  design and  political 
restraints. In contrast, Series 1963 provided teachers and learners with more support, freedom and 
possibilities to practise the four skills. For example, in this series, the range of grammar was less 
wide and the vocabulary load was less heavy; students’ oracy was more emphasised (see below 
Book 3,  Lesson 1);  dialogues were frequently seen;  even learning strategies were stressed (see 
below Book 3, Lesson 13). 
(Series 1963, Book 3, Lesson 1, p1-2, cited in Adamson, 2004:100)
Chang: Have you got the new English text-book?
Li       : Yes. Here it is. Look, there are lots of pictures in it.
Chang: Then there must be a lot of stories.
Li       : I hope there are some poems and plays, too.
Chang: So do I. I’m sure the lessons will be very interesting.
Li       : Yes. Now how shall we improve our English this term?
Chang: Our teacher says speaking helps a lot. So let’s try to speak English whenever we meet.
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Li       : That’s a good idea.
(Series 1963, Book 3, Lesson 13, p46, cited in Adamson, 2004:100)
Chang: Can you tell me how you learn the new words?
Wang : Well, I learn them this way. When I read a new text, I pay a lot of attention to the pronunciation and 
spelling of the new words. At the same time I try to remember their meaning in the sentence. I put them 
down in my notebook, and carry it about with me. In this way I can go over the words from time to 
time.
Series 1963 paid much more attention to improving students’ speaking ability than earlier series. 
The influence of the Audio-lingual Method was more clearly seen in the organisation and content of 
the textbooks. Gramophone records and cassette tapes became practical and effective means in both 
classroom teaching and self-taught language learning.
Last, but no less important, in Series 1963, the MT was not only used for parsing reading passages, 
clarifying vocabulary, explaining grammatical items, but also for comparing the FL with the MT 
(see Appendix II). This was probably the first time that the Contrastive Analysis (CA) technique 
appeared in nation-wide textbooks, although it might have already been used for a long time by 
many teachers in their everyday teaching practice. The issues regarding whether CA is counter-
productive in FLT and how important and effective it can be will be discussed in Chapter 4.
1.4 English Language Teaching in China during the Cultural Revolution (1966-
1976)
1.4.1 Background
The Great Proletarian Cultural Revolution (1966-1976) was the worst political disaster in China’s 
recent history, which brought disturbance, disorder and destruction to all walks of life, every corner 
of the society, every aspect of people’s lives. Education was also severely affected.
The  so-called  “educational  reform”  in  the  Cultural  Revolution  was  virtually  “educational 
disruption”. As Adamson (ibid., 109) described in his book,
The school year was shortened. Formal examinations and tests were abolished – instead, correct revolutionary 
attitudes became the credentials for higher study. [...] Workers, peasants and soldiers took control of schools and 
taught lessons.  They organized military training,  farm work and factory experience.  Rustication policies for 
students and secondary school graduates were introduced, and urban teenagers were assigned to rural communes 
far from home.
In  terms of  the  FL curriculum,  the  revolutionists  in  the  government  called for  a  reorientation: 
“Destroy and abolish all old textbooks; compose and publish new ones. FL textbooks should be 
reviewed and rewritten, and Chairman Mao’s works, anti-revisionist articles or similar materials 
incorporated in them” (ibid., 108). English was viewed as a symbol of capitalism and imperialism. 
English teachers and learners became vulnerable targets of the revolution. No benefits could be seen 
for having proficiency in foreign languages, thus no interest was shown to the teaching and learning 
of  any  foreign  language.  English  once  again  ceased  to  be  taught  throughout  China  from  the 
beginning of 1967.
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Two years later,  English started to reappear in school curricula,  responding to Chairman Mao’s 
speech at Beijing University in 1968, during which he expressed his regrets about not learning 
English early in life. From 1969 until the mid-1970s, English syllabuses, textbooks and materials 
were  produced  and  published  on  a  local  basis  (in  major  cities  and  provinces).  Most  of  these 
documents had no copies in the archives of the Ministry of Education and stopped being used as 
soon as the Cultural Revolution ended. Due to very limited available resources, only four series of 
textbooks produced at the time in four different major areas in China will be analysed here.
These four series are the Tianjin series (published in January 1972), the Shaanxi series (published in 
September  1973),  the  Shanghai  series  (published  in  December  1973),  and  the  Beijing  series 
(published in June 1976).
For  junior  secondary schooling (a 3-year/6-semester  programme),  all  four series  had six books 
except for the Shaanxi series which had three books. It is unknown whether other materials (such as 
Teacher’s Book and tape recordings) were produced together with the textbooks.
1.4.2 Organisation of Lessons
The traditions in  textbook design  from the  earlier  series  were passed onto the series  produced 
during the Cultural Revolution. Lessons in all  of the series contained basically four parts (with 
minor variations in individual series):
1. A reading passage (usually an anecdote, a description or a dialogue, sometimes, a short 
dialogue at the end of the passage).
2. Vocabulary list (with phonetic transcription and Chinese translation).
3. Notes on grammatical structures.
4. Exercises. 
The number of new words and phrases, the level of difficulty in vocabulary and grammar, as well as 
the theme of each lesson were all carefully controlled. On average, there were fifteen or so new 
words per lesson.
1.4.3 Pedagogy
After all, the Cultural Revolution was a period of over politicisation and unjustness. It is thus not 
surprising to see an unjustified portion of politics appear in language teaching, especially in FLT:
Textbooks always began with “Long live” and ended with “Quotations” [from Chairman Mao]. Throughout the 
book, there was not a single text dealing with a foreign theme or foreign culture. To teach textbooks like this, ... 
[the teacher] never had to worry about teaching methods; he did not even have to prepare his lessons. All he had 
to do was teach the new words, read the text, and translate the text into Chinese. ... No tests or evaluations were 
given, because tests and examinations were condemned as treating students like enemies. ... [There were] crises 
of  motivation  and discipline.  The profession ...  had undergone its  most  severe  winter  (Tang 1983,  cited  in 
Adamson, 2004:109-110).
During this highly turbulent period, many English teachers were wrongly accused of spying or 
affiliating  with  capitalism  and  imperialism.  They  were  accordingly  rusticated  or  persecuted. 
Pedagogy in language teaching was paid scant attention, let alone any research or improvement in 
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pedagogy. Generally speaking, the Grammar-translation Method was still preferred in FLT, although 
in some of the series produced at the time, pattern drills or substitution drills for oral practice were 
frequently seen in the exercises. For example,
(Beijing Series, Book 5, Lesson 6, p43, cited in Adamson, 2004:116)
I have been to Shanghai many times
to Nanking before
to the steel plant three times
He has been in Peking since National Day
in the countryside since 1973
here for two weeks
in Yenan for a long time
(Shaanxi Series, Book 1, Exercises, p63, cited in Adamson, 2004:117)
I two pens
We have four books
You six hammers
They seven sickles
All in all, the ten-year-long Cultural Revolution was nothing but a severe backward step in China’s 
recent history. Many things were turned upside down, and English, as a politically sensitive school 
subject,  was  no  exception.  It  would  be  no  over-exaggeration  to  say  that  during  the  so-called 
“revolution” no progress was made and as a direct consequence, enormous damage was done to 
China’s education in general and to its English language teaching and learning in particular.
1.5 New Developments in English Language Teaching in China (1977-present)  
The year 1977 marked the end of a dark era and the beginning of hope in China’s modern history. 
Ever  since,  China’s  ELT has  experienced  a  period  of  non-stop  development  for  nearly  three 
decades. It is entering a stage of modernisation and globalisation.
The development of China’s ELT after the Cultural Revolution can be divided into three phases: 
restoration (1977-1982), modernisation (1982-1993), and globalisation (1993-present). Three series 
were produced in these three time periods respectively.
1.5.1 Restoration – Series 1978
Series 1978 was produced immediately after the Cultural Revolution ended and the social order was 
restored.  The  People’s  Education  Press  (PEP)  was  re-opened.  New  curriculum,  syllabus  and 
textbooks were developed. A more comprehensive and elaborate educational system was devised: 
In general, determined efforts would be made to improve the overall quality of basic, vocational and 
higher education; particularly in FLT, the nation-wide mass education (a five-year FL programme 
covering junior and senior secondary school) would go hand in hand with regional elite education 
which was available only in some major cities (an eight-year FL programme starting from primary 
school Year 3 up to the second year of senior secondary school).
A) Syllabus
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The syllabus was written for both the students who started learning English from Year 3 at primary 
schools and the students who started from junior secondary schools, but the textbooks were written 
mainly for the latter.  Series 1978 had six books, one for each semester of the three-year junior 
secondary schooling. It was reiterated in the syllabus that the fundamental task of teaching English 
was “to enable students to lay a sound foundation in learning a foreign language” (PEP 1978, in 
translation, cited in Adamson, 2004:136). At the end of the third year of junior secondary school, 
students were expected not only to master 1,250 or so words and expressions, but also to achieve 
the following goals (PEP 1978, in translation, cited in Adamson, 2004:137):
1. To distinguish, read, recite and write the letters of the alphabet;
2. To read aloud the passages fluently with virtually correct pronunciation, intonation, sentence stress, rhythm 
and pauses;
3. To copywrite skilfully and clearly in italics with correct capitalisation, format and punctuation;
4. To spell the previously learned words (about 1,250 in total) and to identify the part of speech and meaning; 
identify pronunciation of words that conform with basic spelling rules; tell the part of speech and meaning 
of a word from the root and prefix or suffix; to be aware of idiosyncrasies in English, such as a word with 
multiple meanings or parts of speech, short phrases, phrasal verbs and expressions;
5. To analyse the structure of uncomplicated and complex sentences and to tell the type and role of the clause; 
to know and differentiate the usage of the five common tenses; to have a knowledge of all grammar items 
covered, and to use them correctly in speech and writing;
6. To read the passage according to meaning and phonetic knowledge; to recite and retell parts of the passage; 
to  ask  and  answer  questions  about  the  passage  in  speech  and  in  writing;  to  write  down by  dictation 
materials less difficult than the passage; to read materials of a similar level of difficulty to the passage using 
a dictionary, and to translate some parts into Chinese.
B) Organisation of Lessons
Each lesson contained basically three parts: (a) Structure-based spoken drills. (b) Reading passages. 
(c)  Exercises.  The  spoken  drills  were  often  fragments  of  dialogues  or  short  conversations  to 
enhance students’ speaking ability  by repetition.  Reading passages,  the  carriers  of  grammatical 
structures, were still the focus of the lessons, and special attention was paid to grammar explanation 
and  reading  comprehension.  Exercises  usually  included  grammar-focused  exercises  as  well  as 
comprehension questions about the reading passage. Genres of the texts, the number of new words, 
the difficulty of vocabulary and grammar were all carefully controlled in the textbooks.
C) Pedagogy
In  common with  some of  the  earlier  series,  Series  1978 was  also  the  blend  of  the  Grammar-
translation Method and the Audio-lingual Method (in a narrow sense).
The Grammar-translation Method was the method that the vast majority of teachers were so used to 
that  it  was  still  their  first  choice  in  daily  teaching  practice.  However,  at  the  official  level, 
pedagogical improvement had already become one of the primary concerns. At the time there were 
some principles regarding FLT: “ting shuo ling xian, du xie gen shang, zong he xun lian, zhuo  
zhong yue du (translation: listening and speaking first; then reading and writing; integrated training, 
emphasising reading)” (Adamson, 2004:140). Apparently, the focus of language teaching shifted – 
listening and speaking came before reading and writing. This change in policy also implied that 
teachers were expected to meet higher standards.  The syllabus suggested that,  “teachers should 
ensure that  they have accurate  pronunciation and grammar,  and neat  handwriting.  They should 
constantly try to improve their oral proficiency and try to conduct classroom teaching in English. 
They should consider the characteristics of their students, improve their teaching methods, prepare 
lessons  carefully  and  constantly  improve  teaching  quality.”  (PEP 1978,  in  translation,  cited  in 
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Adamson, 2004:137). To achieve a satisfactory learning result, students were also encouraged to 
become active speakers rather than passive listeners. Teaching through consciousness-raising tasks 
was for the first time recommended in the syllabus.
In order to develop practical ability to use English, it  is necessary to explain some relevant rules and uses. 
However, explanation is for the purpose of guiding practice. Whether it be phonetics, grammar or vocabulary 
teaching,  we should  follow the  objective  law of  consciousness-raising:  practice  –  theory  –  practice.  When 
teaching a new linguistic item, we usually begin with oral exercises. When the students have some awareness of 
the item after some practice, a summary can be made. Sufficient exercises and an appropriate summary can 
effectively guide practice so as to ensure the students’ mastery of the item (PEP 1978, in translation, cited in 
Adamson, 2004:140-141).
The 1978 syllabus offered not only pedagogical suggestions at a macro-level, but also advice on 
certain individual aspects in FLT.
For phonetics, imitation is recommended, as training in pronunciation “is, to a large extent, a process of habit-
formation”, which again echoes the tenets of Audio-lingualism. Vocabulary, it suggests, is best taught through 
drilling  and memorization,  but  teachers can give guidance on spelling and word formation rules.  Grammar 
teaching should follow the practice – theory – practice steps, with pattern drills providing an appropriate means 
for  focusing  on  a  particular  structure.  Reading  passages  “provide  material  for  comprehensive  training  in 
listening, speaking, reading, writing and translation”, and teachers should explain points of interest concerning 
linguistic items. However, “what is more important is to conduct exercises in reading aloud and reciting the 
passage,  questioning  and  answering,  retelling  both  orally  and  in  writing,  and  translating  the  passage  into 
Chinese”, which are features of the Grammar-Translation Method. [...] Extracurricular reading is encouraged, as 
are performances, story-telling, exhibitions, wall newspapers, displays and other activities to create a foreign 
language environment (Adamson, 2004:141).
The change in attitude towards the pedagogical choices was also reflected in changes to the design 
of textbooks. For example,  in nearly all  previous five series,  there were passages about how a 
standard English lesson should be conducted, but this type of messages did not appear in Series 
1978, which to some extent gave teachers some freedom to use the methods that they considered 
best for their students. Furthermore, pattern drills were no longer only occasionally but regularly 
used in class. Each lesson started with an oral drill, followed by a reading passage and exercises. 
The authenticity of the drills increased as the lessons proceeded. The following is a comparison 
between the drills at the beginning and at the end of the series. 
(Series 1978, Book 2, p51, cited in Adamson, 2004:140)
Teacher: Stand up, Li Pin. You’re standing now, aren’t you?
Li Pin:    Yes, I am.
Teacher: You’re not sitting, are you?
Li Pin:    No, I’m not.
(Series 1978, Book 5, p23, cited in Adamson, 2004:140)
A: Excuse me, can you tell me 
how I can get to the railway station?
where the No.3 bus stop is?
when the train will arrive?
why the train is late?
B: Certainly. Take a No.3 bus.
It’s on the other side of the street.
It’ll arrive in half an hour.
Something is wrong with the bridge up the line.
A: Thank you.
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B: It’s all right.
The pattern drills were apparently a part of the consciousness-raising process – familiarising the 
students with the grammatical items before they were explained explicitly.
In short, Series 1978 was the first textbook series after the devastating Cultural Revolution. It was 
in general a success with new ideas and practice coming into China’s ELT. However, it was not free 
from criticism. Many teachers complained that the vocabulary was too large, a total of 1,737 new 
words and expressions, relatively more than previous series. The organisation of lessons, in terms of 
grammar, was generally considered to be loose, because the grammatical focus of the drills was 
sometimes not strongly in line with that of the reading passage in the same lesson.  This could 
potentially put great pressure on a large number of teachers, who were working in teacher shortage 
areas, especially who were newly recruited after the revolution with relatively low qualifications.
1.5.2 Modernisation – Series 1982
Since  the  start  of  China’s “Reforms and  Opening  up”  policy  in  1978,  exchanges  at  all  levels 
between China and the outside world had been taking place at an unprecedented pace. The growing 
interest of Chinese people in interacting with foreigners reignited a growing interest in learning the 
English language. Under the less politicised and more favourable social conditions, the PEP was 
asked, after a national conference in 1981, to work with external agencies and grass-roots teachers 
to produce a new series to meet the new challenges in English language teaching and learning. As a 
result, Series 1982 was brought out, which was considered one of the best series produced after 
1949. It was in use for eleven years until 1993 when another round of educational reform began.
A) Syllabus
Series  1982  was  expected  to  achieve  three  goals:  (a)  To  become  a  communicative  series, 
emphasising the training of listening and speaking as the top priority. (b) To become a flexible 
series,  catering for the needs of the students  at  different  levels and under  different  educational 
systems  (mass-education  and  elite-education).  (c)  To  become  an  informative  series,  removing 
political themes from the textbooks and adding more Western social and cultural information.
In order to attain the goals, the syllabus of 1982 allocated 768 hours (ca. 130 hours per academic 
year for 160-170 class periods) to English courses  at junior and senior school levels, 112 hours 
more than Series 1978. Together with the textbooks, Teacher’s  Handbook, cassette tapes of the 
texts, supplementary books of reading and listening exercises were also produced.
The above-mentioned three goals of Series 1982 were also the three distinct features of this series.
1. Series  1982 laid  great  stress  on  building  up  students’ communicative  competence.  It 
provided teachers with 84 pages of guide-lines about teaching principles and techniques. 
Every means to strengthen students’ communicative competence (e.g. the use of songs, 
stories,  conversations  in  class  and  other  activities  after  class)  was  encouraged.  For 
example, there was a new section in Book 1 and 2, called “Everyday English”, which 
contained a number of functional usages and expressions, such as greetings, and asking 
the date. The syllabus also recommended “the judicious and gradually declining use of 
the mother tongue (unlike the previous syllabus that allowed for more use of Chinese in 
English lessons)” (ibid., 157). In other words, the use of the MT should be minimised.
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2. To have one set  of textbooks which could cater for two groups of learners (in mass-
education as well as in elite-education), the textbook writers introduced some innovations 
to  Series  1982.  They  designed  the  core  textbooks  for  all  students  and  provided  the 
students in elite education with supplementary materials such as more reading passages, 
listening exercises and optional extra vocabulary. One feature of the textbooks worth a 
special mention was the vocabulary appendix, which was divided into two sections: core 
level (806 words, for required learning) and non-core level (1,019 words, for optional 
learning). Interestingly, the number of words at core level was smaller than that at non-
core level, and it was also below the target of 1,250 words set out in the syllabus. The 
reason behind this design was: When the threshold for required learning was lowered, the 
students could have more freedom in optional learning.
3. Political  themes were gradually phased  out  of  the textbooks and replaced by foreign 
cultural information. In Series 1982, only 8.28% of the content was related to politics, 
lower than any previous series, and it was mostly about the patriotic behaviours of some 
CCP (Chinese Communist Party) members rather than the personality cult of one or two 
particular political leaders. This change did not happen simply by chance.  On the one 
hand, after the Cultural Revolution, a number of senior officials from the PEP, including 
members of the textbook writing team, were sent overseas to update their knowledge and 
skills  in order to  bring improvements to  ELT in China. In addition,  an America-born 
Chinese who was working at the University of Hawaii became a key figure in the writing 
team, and also became the PEP’s main access to the pedagogical ideas in the West. On the 
other hand, in the past, in order to keep pace with the ever-changing political climate, the 
PEP had to constantly keep producing new or revising old textbooks. This caused them 
immense  problems  and  was  an  enormous  waste  of  resources.  Therefore,  it  was 
unanimously believed that politics, as a fickle theme, should not be included in textbooks. 
B) Organisation of Lessons
A typical lesson in Series 1982 was organised as follows (adapted from Adamson, 2004:158):
a. A pattern drill introduces the structure.
b. A dialogue or, later, a reading passage presents the structure in a more realistic context.
c. The new vocabulary is tabulated.
d. New grammar is presented.
e. Exercises practise various aspects, including pronunciation and intonation, vocabulary, spelling, grammar 
and handwriting.
f. “Everyday English” (only in Book 1 and 2 for Year 1 in junior secondary schools) presents a functional 
usage (e.g. greetings, asking the date).
g. Appendices: Exercises (reading, listening, pronunciation), Vocabulary List.
C) Pedagogy
Series 1982 was by then the first series that gave teachers the most freedom to carry out their own 
pedagogical  explorations.  The  syllabus  encouraged  teachers  to  use  more  English  and  more 
communicative  techniques  in  teaching  as  well  as  more  activities  to  motivate  their  students  to 
participate. The organisation of lessons in Series 1982 shared a lot in common with its predecessors 
though, yet it is not difficult to notice that in this series much more serious consideration was given 
to improving students’ speaking and listening abilities (e.g.  the above parts a,  b, and f).  Fewer 
political slogans but more authentic English texts were seen from the early phase of this series. 
Functional grammar (e.g. “Everyday English”) was for the first time included in English textbooks 
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in China. Supplementary teaching and learning materials were produced to support teachers as well 
as to satisfy some students’ additional learning needs. Many of the reading passages in Series 1982 
were strongly authentic and some “fragments or complete dialogues” were “directly transferable to 
everyday situations” (ibid., 163). In other words, by learning these dialogues, students would “be 
better able to handle social interactions in English” outside classrooms (ibid., 162). The following 
are some excerpts from Series 1982.
(Series 1982, Book 2, p99, cited in Adamson, 2004:162)
Shall we go and play pingpong?
That’s a good idea.
Are you ready?
Not yet. Wait a minute, please.
(Series 1982, Book 3, p21, cited in Adamson, 2004:161)
A: Excuse me, may I have a look at that book?
B: Certainly. Here you are.
 
(Series 1982, Book 3, p32, cited in Adamson, 2004:161)
Mrs Black: Hello!
Mary:         Hello! May I speak to John?
Mrs Black: Sorry, John isn’t in.
Series 1982 was not only an innovative series but also a transitional one. It connected the traditions 
in  China’s  ELT with  modernisation.  It  recognised  teachers’ dependence  on  traditional  teaching 
methods, while at the same time it provided teachers with modern teaching techniques and allowed 
them much  room to  experiment.  Teachers  could  still  continue  to  use  the  Grammar-translation 
Method  if  they  preferred  to,  but  more  importantly,  they  were  encouraged  to  use  more 
communicative approaches instead, and they were also given more opportunities and resources to 
do so. However, how many teachers wanted to take the challenge and reform their teaching, and 
how many of them were competent enough to conduct English classes in a very communicative 
manner was another issue. This issue will be discussed in details in Chapter 3.
1.5.3 Globalisation – Series 1993
Towards the end of the 20th century, as China’s economy continues to soar, the English language is 
no longer a school subject studied simply for academic purposes, but has become an integral part of 
the values which China now pursues in the fields of commerce, science and culture. It becomes a 
tool  for  international  communication,  a  prerequisite  for  personal  development  and a  means for 
information exchange. It was estimated that, in 1995, about 50 million junior secondary students 
were  studying  English  in  China.  The  number  of  full-time  junior  secondary  English  language 
teachers was 374,454 in 1994, in sharp contrast to just 73 in 1957 (State Education Commission6 
1995, cited in Adamson, 2004:170). Most children start learning English at primary schools from 
Year 3 at the age of nine or ten. English also becomes a compulsory subject for all college and 
university students, regardless of their major. Every year more than 10 million university students 
sit  for a nation-wide exam – College English Test  (Guo,  2006).  English language teaching and 
learning in China is blooming. 
6 During the period 1985-1998, China’s Ministry of Education was known as the State Education Commission (SedC). After the restructure of the 
State Council in 1998, China’s SedC was renamed as the Ministry of Education. 
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Many changes are taking place in this fast-growing economy. One of the biggest changes which 
affects people’s lives most is the commercialisation and globalisation of education. Public schools 
at all levels, gradually, take full responsibility for their own recruitment and become financially 
self-sustaining, although they are still under the macro-supervision of the government. With special 
regard to the language teaching sector, public schools have to not only compete with each other, but 
also compete with hundreds of newly established private language schools and after-class language 
courses. Meanwhile, in order to cater for the specific educational needs of different regions, the 
publication of school textbooks has been decentralised. Although the PEP still remains responsible 
for writing and publishing the syllabus, its role as an exclusive publisher of school textbooks has 
changed. Regional publishers and many other educational agencies are also permitted to develop 
and publish their own textbook series and other language learning products. However, the textbook 
resources produced by local publishers have to obtain the approval from the National Evaluation 
Committee of Primary and Secondary School Textbooks (a newly established bureau within the 
SedC) before these products are put on the market. In 1983, the Curriculum and Teaching Materials 
Research Institute (CTMRI) was founded, a unit of the SedC, whose role was to carry out research 
in curriculum and pedagogy in order to draw up the syllabus and also to help develop teaching 
materials for basic education. The staff of this institute were drawn from the PEP and consultants 
from  tertiary  institutions.  In  1986,  a  national  survey  conducted  by  the  SedC  identified  that 
“Grammar-translation teaching methods, out-of-date language material,  the shortage of qualified 
teachers and equipment, and the rigid format of written exams had hampered the effectiveness of 
teaching  and  learning  English”  (Adamson,  2004:170-171).  From  this  conclusion,  the  CTMRI 
decided to introduce a new series of English textbooks – Series 1993.
In order to gain the upper hand in the market, the CTMRI was determined to make the best series 
ever by using all the available resources to achieve a remarkable improvement in quality. It first 
recruited many experienced staff from the PEP, university professors, and foreign experts to their 
writing team and teacher training group. Then, it formed a joint venture with Longman International 
Publishing Group. In the meantime, they collected a wide range of feedback and advice from the 
grass-roots teachers about the previous series and on the design of the new one. After six years of 
efforts, a new series was put in use in 1993.
A) Syllabus
Although the concept of teaching for the purpose of communication was also mentioned in Series 
1978  and  Series  1982,  the  determination  in  Series  1993  of  seriously  practising  it  was 
unprecedented.
It is the first time in the history of EFL [English as a Foreign Language] in China that the actual use of the 
language for communication should be placed in such a prominent position. This indicates that schools will no 
longer teach students about the language but teach them how to use it (Liu 1995, cited in Adamson, 2004:172-
173).
In order to reach the set goals, Series 1993 allocated 400 class hours to English courses in three-
year junior secondary schools and 530 class hours in the schools with the four-year programme. The 
learning targets were more specific and more demanding than any previous series. For example, in 
terms of vocabulary, Series 1978 required students to master 1,250 words and expressions, while 
Series  1993  asked  students  to  have  an  active  oral  and  written  command  of  around  600-700 
frequently used words and 200 common expressions plus a passive command of around 400-500 
words. For listening, students were expected to reach “70% correctness after listening three times to 
native speakers’ recording [...] at a reading speed of 100-110 words per minute”. For speaking, they 
should  be  able  to  “use ‘Daily  Expressions  in  Communication’”  and “retell  passages  in  simple 
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English”. For reading, the goal was to understand a passage “with a reading speed of 40-50 words 
per  minute  (3-year  programme)  or  50-60  words  per  minute  (4-year  programme)  with  70% 
correctness”. For writing, Series 1993 required students to be able to “make simple sentences and 
communicative discourse (such as messages) based on models” (Adamson, 2004:174-175).
Messages concerned with current political leaders and events were strictly avoided in this series. 
Only 4.37% of the overall content contained political messages, which were all about patriotism and 
socialism.  The rest of the series was covered with foreign cultural information, scientific reports, 
fables, etc.
B) Textbook Features and Organisation of Lessons
The textbooks came out with some distinct features:
 The first impressive feature of the books was the increased size, measuring 26cm x 18.5cm 
(A4, doubled the size of previous series). The advantage of the larger page size was said to 
consolidate one lesson on one page, thus to enable the users to have an overall browse of the 
lesson content, and also to have more margin space for jottings.
 There  were  three  books  for  the  students  under  the  three-year  junior  secondary  school 
system, and four books for those under the four-year system.
 Changes were also made to the appendices  at  the  end of  the books:  Pronunciation and 
Spelling, Grammar Review,  Vocabulary Lists (a chronological vocabulary list  organising 
words  according  to  the  units  in  which  they  were  presented  for  the  first  time,  and  an 
alphabetical vocabulary list), Irregular Verbs (in Book 2, 3, 4).
 Many  supplementary  products  were  also  included  in  this  series:  Teacher’s  Book  (with 
detailed Chinese explanation of the new approach introduced in the series),  wall  charts, 
pictures, face masks (for role plays), lesson plans, videos of model lessons, cassette tapes, 
CDs, Student’s Workbooks for written exercises, and additional reading books.
In Series 1993, the textbooks were organised in units (ca. 24-30 units each book, four lessons in 
each unit). The overall design of this series followed the tradition of putting the emphasis initially 
more on speaking and listening and later more on reading and writing. In Book 1 and 2, there was 
no clear  pattern in the organisation of lessons in each unit,  except that  the first  lesson usually 
contained a functional dialogue and the fourth lesson a “Checkpoint” which listed the principal 
grammar items and expressions in the unit. Most of the units in Book 1 focused on the development 
of oral proficiency through short dialogues or structure-based spoken drills. From the end of Book 
1, reading passages started to appear, and the organisation of lessons within a unit was as follows: 
The first  two lessons usually included a functional dialogue and related speech work; the third 
lesson incorporated a reading passage; the fourth lesson usually comprised word study, discrete 
structure  or  function  practice,  a  listening  task  and/or  a  short  written  composition  task  and  a 
checkpoint. The length of the reading passages increased as the lessons proceeded. To stress its 
communicative function, Series 1993 added many listening exercises and composition tasks. The 
“Everyday English” in Series 1982 was replaced by “Daily Expressions in Communication” in 
Series 1993. As the names suggest, they were very similar in terms of content and function.
C) Pedagogy
The pedagogy recommended in Series 1993 was interestingly characterised as “Five Steps”, which 
was however not an imitation of Kairov’s method in the 1950s. A model lesson (see Appendix III) 
in Series 1993 followed five steps (adapted from Adamson, 2004:186):
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(1) Revision: It involves recycling relevant known language in order to link it to new material.
(2) Presentation: It introduces new vocabulary and language items by means of picture, mime, 
definition or translation, etc. Structures and functions are presented in the form of a teacher-
centred demonstration or listening exercises.
(3) Practice: It includes form-orientated practice by means of drills. The drills are designed to 
be as communicative and contextualised as possible. A variety of drilling techniques are 
explained in the Teacher’s Book, such as transformation drills, cued drills, repetition, and 
question-and-answer drills.
(4) Production: It  consists  of  learner-centred  message-orientated  activities,  moving  from 
controlled to guided and finally, free practice whereby the students are given the opportunity 
to use the new language items independently.  Teachers are encouraged to arrange group 
work and pair work as appropriate.
(5) Consolidation: This phase is designed to consolidate the new language and to give extra 
practice in grammatical points.
The  above  pedagogical  design  mirrored  the  features  of  the  PPP  (Presentation  –  Practice  – 
Production) teaching model. One of the outstanding features of the PPP model is the shift from 
teacher-centred to learner-centred teaching. Due to various reasons (e.g. limited resources, large 
class size, grammar-focused exams, teachers’ linguistic incompetence), by the early 1990s, many 
teachers  in  China  even  in  big  cities  were  completely  unfamiliar  with  and  had  hardly  used 
communicative approaches in their teaching. The CTMRI was well aware of this fact and thus took 
an eclectic approach to carry out their reforms.
On the one hand, they provided teachers with explicit explanations and considerable support to 
make sure  the recommended pedagogy will  be appropriately implemented.  It  was stated in the 
Teacher’s Book that notably meaningful oral communication was the primary aim of teaching. It 
was also mentioned in the syllabus that “language form has to be combined with its meaning and 
with  what  the  students  think and want  to  say.  Special  attention  should  be  paid  to  turning  the 
language skills acquired through practice into the capacity of using the language for the purpose of 
communication.” (PEP 1993, in translation, cited in Adamson, 2004:174). It also advised that the 
time devoted to students’ use of the target language must exceed teacher-centred instruction, and the 
drill  practice  should not  be  stressed too  much.  To help  teachers  quickly  get  to  know the  new 
pedagogy, workshops were organised, and some foreign experts were also invited to give lectures in 
teacher  training.  A variety  of  teaching  resources  also  became available,  such  as  wall  charts,  a 
collection of lesson plans, videos of model lessons, a book showing stick figures for teachers to 
copy on the blackboard, and a new edition of the Teacher’s Book with notes in Chinese to replace 
the interleaved pages from the Student’s Book. The PEP also published materials contributed by 
teachers, such as face masks of the characters in the series to be used in role plays (Adamson, 
2004:179-180).
On the other hand, teachers were also told in their Teacher’s Book that they were “free to choose 
their own pedagogy to suit the individual needs of classes and students, but stress should be placed 
upon  the  cultivation  of  language  competence  and  performance  in  English  rather  than  upon 
knowledge of the language” (ibid., 187). And, the use of the MT was also permitted. The CTMRI 
believed that a sudden great leap forward in methodology may cause uneasiness and inefficiency 
among teachers and learners. Therefore, this eclectic approach allowed teachers to integrate the new 
approach into their familiar methods, gradually and smoothly.
The dynamic academic atmosphere aroused an increasing interest and participation among scholars 
32
Chapter 1 The History of English Language Teaching in China
and grass-roots  teachers  in  research on pedagogical  innovations.  One of  the examples  was  the 
“Global Teaching”7 method.
Teachers used to do reading aloud, explanation, then memorisation when they dealt with a reading passage, and 
they spent several hours analysing the text, citing all the examples from reference books, getting the students to 
translate from Chinese into English. The students had to take notes. They ignored the information in the texts. 
And then, with the “Global Teaching” method of texts, [the scholars] want teachers to concentrate on the global 
meaning; they must pay more attention to the content, the information, so they asked the teachers to go over the 
text quickly, within one class period. That worked very well (ibid., 179).
Another significant development in the 1993 syllabus was to put pressure on the government to 
reform the examination system. The examination format was viewed by many scholars and teachers 
as a hindrance to China’s  educational reforms in general  and to FL education in particular.  As 
Adamson, one of the authors of the Teacher’s Book, noted,
Assessment, which previously had not been a major issue in curriculum development, was more significant in 
the 1993 curriculum, as the importance of examinations for access to higher education grew. The new pedagogy 
led to a tension with prevailing assessment practices, particularly with the increased attention to developing oral 
and listening ability – skills which had rarely been assessed before. In the classroom, this placed teachers in a 
dilemma: whether they should teach specifically for the examinations or follow the recommended syllabus (ibid., 
181).
This dilemma is surely an undesirable situation that no teachers want to be in. The CTMRI staff 
were determined to introduce changes to the examination system rather than allow the exams to 
circumscribe teaching and learning, which was also one of the original intentions of developing 
Series 1993.
In the past, school course books of all subjects were exclusively produced and published by the 
state-owned PEP. No other publishers were permitted to publish school textbooks. From the end of 
the 20th century, other big nation-wide publishers as well as local publishers also have the right to 
publish school textbooks, provided that these books are of good quality and are approved by the 
Textbook Evaluation and Approval Committee under the Ministry of Education (MOE). Schools 
now have the freedom to choose their own course books from those that have been approved by the 
MOE.
Anti-monopolisation promotes competition as well  as  the improvement of quality,  although the 
majority  of  schools  still  prefer  to  use  the  products  from the  PEP because  of  its  expertise  and 
reputation. Over the last decade, the PEP and several other national publishing houses have been 
trying to promote a task-based communicative approach. Compared with previous textbooks, the 
new products are bigger in size and are more colourful with more photos and illustrations. They 
also contain more dialogues and communicative tasks. The proportions of the Chinese language and 
translation exercises are relatively small. In the series entitled Junior English for China8 published 
by  the  PEP in  2001,  the  Chinese  language  can  still  be  seen  in  activity  instructions,  grammar 
sections, translation exercises and vocabulary lists (see Appendix IV). In the series entitled Go for 
it!9 (for junior secondary schools) published by the PEP in 2003, the MT is no longer seen in the 
textbooks except for in the Vocabulary Index (see Appendix V). The series entitled New Standard 
7 The “Global Teaching” method was mentioned in Adamson’s interview on 22 May 1996 with Liu Daoyi, the head of the English section and 
deputy chief editor of the PEP at the time.  
8 Junior English for China was jointly written by China’s PEP and UK’s Longman Publishing Group and published by the PEP in 2001. It is a  
series of English course books for junior secondary schools. 
9 Go for it! was adapted by China’s Curriculum and Teaching Materials Research Institute, English Curriculum and Teaching Materials Research 
Development Centre,  together with America’s Thomson Learning, from the original  Go for it! series written by David Nunan published by 
Thomson Learning. The Chinese edition of Go for it! was published by China’s PEP in 2003. 
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English10, published by the Foreign Teaching and Research Publishing House in 2004, follows the 
trend of monolingualism, irrespective of the level of the learners (see Appendix VI).
1.6 Summary
This chapter explores the development of ELT in China, from the 13th century when China’s first 
official instruction to study foreign languages was established to the 21st century when China’s ELT 
has  become  a  globalised  and  thriving  industry.  After  more  than  seven  hundred  years  of 
development,  English language teaching and  learning in  China  has  evolved from sporadic  and 
individual conduct to a highly profitable, multi-billion dollar business.
As early as the 16th century when the first group of Western traders and missionaries came into 
China, the English language started to spread in this oriental land. At the beginning, ELT was not 
approved by the government, thus “pidgin English”, a mixed form of English with Chinese dialects, 
appeared and was widely used from China’s coast to hinterland. After the first Opium War (1840-
1842), the demand for the talents of those who were familiar with foreign languages and cultures 
increased  dramatically.  Therefore,  formal  ELT was  introduced  into  China,  and  pidgin  English 
gradually vanished. In 1949, the People’s Republic of China was founded and English was for the 
first time put in the school curriculum as a compulsory subject. However, shortly after its revival, 
ELT suffered several  set-backs.  Due to  the turbulent  political  conditions,  English courses  were 
discontinued and resumed several times. It was not until 1978 when the Cultural Revolution came 
to an end that China’s ELT started to experience a period of steady development.
With regard to pedagogy, the Grammar-translation Method has been a tradition in China’s ELT, 
primarily and exclusively used for years in English language classrooms across China. Over the last 
two decades, with China’s further opening up, it has been realised that there is a real need for people 
not only to have good reading skills but also to be able to carry out real-life communication in 
English. The Grammar-translation Method began to lose ground to the Audio-lingual Method as 
well  as to the Communicative Language Teaching (CLT) approach. Although there is not yet a 
unanimous view about which method is the most suitable method for Chinese learners, there is 
already an unanimity among authorities and teachers that FLT must aim at developing learners’ 
communicative  competence.  In  other  words,  after  years  of  continuous  learning  of  the  English 
language,  learners  must  have  an  adequate  level  of  English  language  proficiency  and  effective 
communication skills, which is now the primary goal of China’s ELT.
10 New Standard English is the latest series of English textbooks used across China. Unlike previous course books which usually covered one 
particular period of schooling (e.g. primary school, or junior secondary school), this series of books cover the whole range of schooling below 
university  level  (for  primary,  junior  secondary  and senior  secondary schools).  This  design is  intended to avoid the  content  repetition  and 
structural incoherence of course books from different publishers for different levels of learners.  New Standard English is written by China’s 
Foreign Teaching and Research Publishing House (FTRPH) together with UK’s Macmillan Publishers Ltd., and has been continuously published 
by FTRPH since 2004. 
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The test of a first-rate intelligence is the ability to hold two opposed ideas in the mind at the same time,
 and still retain the ability to function.
– Francis Scott Key Fitzgerald (1896-1940)
2.1  Early  Missionaries  in  China:  What  Can  We  Learn  from  Their  Chinese 
Language Learning Experiences?
When considering the work of early missionaries, it may be too simplistic to think just of their 
religious mission. It is very often forgotten that the successful accomplishment of their religious 
mission was to a great extent dependent on their proficiency in the FL which was spoken by the 
people they wanted to convert. The reason is simple: To win the hearts and minds of people, they 
had better know their language. The history of missionaries’ FL learning can be traced back to that 
of  their  earliest  religious  activities  which  pre-dated  by  several centuries  any  formal  linguistic 
research into the subject. However, very little attention has been given to this special group of FL 
learners, whose learning experiences could be an amazingly valuable source and may help today’s 
researchers obtain unique insights into FLT issues.
2.1.1 Difficulties of the Chinese Language11
Historical documents provide evidence that Christian missionaries may have been visiting China as 
early as  the  7th century (Fraze,  2007).  However,  at  that  time Christianity  failed to gain a  firm 
foothold in this oriental soil for various reasons. The hope of bringing Christianity back to China 
was realised around the 16th century when the Italian priest Matteo Ricci arrived in China. Since 
then, hundreds of missionaries have been sent from America and Europe to this Asian land to spread 
their beliefs. However, their political and social systems and cultural values did not have much in 
common with those in China. There was no means of guaranteeing them an easy life, even though 
they came with holy intentions. Language, for example, could be the first challenge they had to face 
as soon as they landed.
The Chinese language,  in all senses, is probably one of the most challenging or one of the most 
difficult-to-master  human languages,  at  least  for  Westerners,  because the  Chinese language has 
almost no parallel in Western habits of speaking and writing. Archaeological discoveries in the 20th 
century have shown that the Chinese written language could be more than 3000 years old, perhaps 
the oldest surviving writing system of all human languages. There has never been a shortage of 
comment on the difficulty of this language.
11 The Chinese language in this chapter refers to both the written language (Chinese characters, a unified writing system used across China) and the  
official spoken language (Mandarin). For the sake of literacy promotion, the traditional writing system was simplified in the mainland of China 
after the founding of the People’s Republic of China in 1949. 
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The devil invented the Chinese language, the common wisdom went, to keep the gospel out of China. As well as 
a prodigious memory, students of the language need to learn a new emotional behaviour. In Western languages 
tone indicates feeling: ‘yes’ in English, for example, can express different emotions depending on its inflection, 
but the meaning of the word remains constant. In Chinese, the sound ‘i’ has over seventy-five distinct meanings, 
from ‘salt’ to ‘righteousness’ to ‘eye’, depending on which tone (four in Mandarin, up to eight in Cantonese) is 
used  and how it  is  combined  with  other  words  to  produce an  intelligible,  spoken meaning.  In the  written 
language, each of the words has a different character (Austin, 1986:13).
Not  only  the  pronunciation  but  also  the  writing  system  (Chinese  characters)  made  the  early 
missionaries’ study of the Chinese language almost impossible.
The characters were at first rude combinations of pictorial representations of visible objects, but became more 
and more complex as abstract ideas had to be expressed. By stages which cannot now be fully traced there was 
developed the Chinese written language as it now exists. Since the characters represent ideas, and not sounds, the 
same written signs may be, and are, used all over the empire. Thus the sign for ‘flame’ will be the same in the 
written language for Canton and Peking, being based upon a primitive picture of a flame, but the corresponding 
words in the spoken language are quite different.
The complexity of the written characters, ranging all the way from a single stroke to fifty-two, is matched by the 
simplicity  of  the structure  of  the sentence,  which  has  perhaps never  been equalled in  the language of  any 
cultivated people. When the learner is told that in Chinese the ‘nouns’ have no singular and no plural; that the 
‘adjectives’ have no gender,  number,  or person; that  there is no distinction between ‘noun’, ‘adjective’,  and 
‘verb’; that substantially all the grammar which the Chinese themselves recognise is the difference between 
words that are ‘dead’ (nouns) and those that are ‘alive’ (verbs), between ‘empty words’ (particles) and those 
which are not ‘empty’, he is convinced that such a form of speech is both inconceivable and impossible. The 
‘tones’, varying in number from four to twelve, and the number of different characters having exactly the same 
sound, are the principal obstacles to the student of the language (Smith, 1908:34-36).
The challenges of learning the Chinese characters include not only the variety and complexity of the 
way  they  are  written,  but  also  the  enormous  number  of  the  characters.  To  be  able  to  read 
newspapers  and  magazines  with  ease,  one  may  need  to  have  a  vocabulary  of  1,000  to  2,000 
characters as the basic literacy.  A well-educated person should know as many as 3,000 to 5,000 
characters or even more in order to be able to read classical literature and academic publications. 
The exact total number of the Chinese characters seems to be an open question. One of the best 
Chinese  character  dictionaries  ever  published  in  history,  the  8-volume  Hanyu  Da  Zidian 
(Comprehensive  Chinese  Characters  Dictionary,  published  between  1986  and  1990)  contains 
54,678 head entries for characters, most of which are not frequently used in everyday life. 
Chinese  characters  are  logograms  rather  than  phonograms.  Logograms  are  visual  symbols 
representing words without indicating the pronunciation. That is to say, one learns to recognise 
them only by seeing and using them constantly. Even the native speakers will gradually forget some 
characters if they do not read or write them regularly. Chinese characters are made up of strokes. A 
character may have one to sixty-four strokes, although the characters with more than twenty strokes 
are rarely seen in the simplified writing system. In addition, the strokes in each character are placed 
in a very precise manner so as to produce square shaped characters which look neat and straight. 
Except for the punctuation marks between clauses and sentences, there are no spaces between any 
two  neighbouring  characters  or  phrases  to  indicate  pauses.  Thus,  readers  need  to  figure  out 
themselves which characters are grouped together. A good understanding of a text is normally based 
on a good knowledge of the meaning of the characters as well as the habitual formation of character 
clusters and sentence structure,  and familiarity with the topic. In addition,  the huge number of 
homographs, homonyms and homophones increases the difficulty in identifying and remembering 
characters.
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Compared  with  some  other  human  languages  –  such  as  Latin  or  German  which  has  all  the 
complexities of tenses, verb conjugations, noun inflections, genders, suffixes, prefixes, etc. – the 
grammar of the Chinese language seems simple: Every character has only one fixed grammatical 
form, that means, its appearance remains the same regardless of its grammatical function. However, 
it  would  be  too  naive  to  conclude that  Chinese  is  an  easy-to-learn  language.  On the  contrary, 
functions  such  as  aspect,  mood,  plural  and  tense  are  expressed  through  some  “markers”  or 
“grammatical particles” (e.g. adverbs, measuring words). The positions of these markers or particles 
in sentences can sometimes be very flexible without changing the sentence meaning, while at other 
times they must be very rigid in order to make the meaning definite. Their positions in sentences all 
depend on the speech context and the intentions of the interlocutors.
The  most  concise  comment  on  learning the  Chinese  language  was  probably  made by  William 
Milne12, who described what was needed for a foreigner to acquire the Chinese tongue as “bodies of 
iron, lungs of brass, heads of oak, hands of spring-steel, eyes of eagles, hearts of apostles, memories 
of angels and lives of Methuselah” (Taylor, 1958:86).
2.1.2 How Did the Early Missionaries Learn the Chinese Language?
Getting to know the people and its culture and passing on the holy messages to the folk were the 
main reasons why the early missionaries were sent to China. The most effective way of achieving 
these goals was no doubt to learn the local language, no matter how exotic and how difficult it was. 
The first groups of missionaries came to China around the late 16th century. Most of them, or almost 
all of them, had no any previous knowledge of the language, except that they had surely heard of 
how different and difficult the language was. Moreover, the help from native Chinese speakers was 
very hard to get. This situation was described in the book The Uplift of China as follows:
The China of that age was an altogether different country from that bearing the name today. It was a practically 
closed and almost unknown land. Only one British subject was said to have any real knowledge of the Chinese 
language. Foreign residence was prohibited, except in Canton and in the Portuguese settlement at Macao. The 
Chinese were forbidden to teach foreigners their language upon pain of death. The country was entirely closed to 
missionary work in the ordinary sense (Smith, 1908:136-137).
Given the fact that in the 16th century there were no such things as multimedia technology and 
commercial courses in learning foreign languages, then, how did the early missionaries learn the 
Chinese  language?  In  fact,  the  early  missionaries  used  the  most  traditional  way of  learning  a 
language: Earlier arrived missionaries collected some simple conversations and compiled them into 
small pamphlets and passed them on to the newly arrived colleagues.
In the following section, explorations will be made in two divisions: Polyglot missionaries, who 
were super multi-linguals with extraordinary capability and energy; and ordinary missionaries, who 
pursued FL study in a more traditional and common way.
A) Polyglots
Matteo Ricci (1552-1610) was one of the very first Western missionaries to China. He arrived in 
Macao in 1582. During his stay in Macao, he began studying the Chinese language and literature. 
He reached Beijing in 1601 and stayed there until his death in 1610. Ricci was a legendary figure in 
12 The Rev. William Milne (1785-1822) was the second Protestant missionary to China, after his colleague, Dr. Robert Morrison. Milne was a man 
of remarkable linguistic gifts. He took a large share in Morrison’s literary labours. His well-known dialogue The Two Friends was circulated by 
tens of thousands of early missionaries and was generally regarded as “the most popular tract in China” (Taylor, 1958:86). 
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history,  not  only  because  of  his  pioneering  work  in  spreading  Christian  values  to  the  Chinese 
people, but also, more importantly, because of the linguistic legacy he left for his followers. Three 
months after his arrival in China, he could speak and read in Chinese even better than his colleagues 
who had stayed in China for more than three years. Later, he and his colleagues compiled a very 
influential masterwork –  The Portuguese-Chinese Dictionary which was completed in the 1580s. 
They also wrote numerous articles on Chinese literature, morality, philosophy, geography, geometry 
and so on. One of the most outstanding achievements of these missionaries was that they invented 
the  “romanisation”  system  in  learning  Chinese.  They  devised  “a  scheme  for  the  phonetic 
transcription  of  Chinese  using  the  Latin  alphabet,  thereby  helping  to  establish  a  tradition  of 
‘alphabetisation’ or ‘romanisation’ among both western and Chinese linguists that has continued to 
the present” (Bolton, 2003:125). About Ricci’s miraculous language learning process, the book The 
Wise Man from the West, one of his biographies, has the following accounts:
Ricci, [...], possessed not only these qualities but untiring physical and mental energy and a prodigious memory 
which, in three months, enabled him to read Chinese at least as well as Ruggieri. Valignano arranged for the two 
men to live alone in a small house in the grounds of the Jesuit residence, devoting all their time to the study of 
Chinese, [...] (Cronin, 1955:36).
It was their practice to spend every spare hour on the Chinese language and, returning now to the private house 
where they were being lodged, they took from their baggage a collection of manuscript notebooks and grammars 
which they themselves had composed in Italian and began to hear each other’s vocabulary, discussing and often 
disagreeing over the difficult pronunciation. Michael Ruggieri had been studying the language ever since his 
arrival in Macao four years before. The first European ever to learn Chinese, he had imbibed it painfully like a 
child from the merchants of Macao, themselves ignorant of any European tongue (ibid., 45-46).
Instead of receiving direct instruction from master or book, he had been obliged to collaborate. First he had 
drawn the simple objects of everyday life, tree, horse, ship, then progressed to more abstract terms which had to 
be acted out  or  gropingly  explained:  for  each picture or  sign his  Chinese tutor  would paint  the equivalent 
character and teach him how to pronounce it. On a short visit to Canton, he had been shocked to discover that the 
language he  had been learning in  Macao was  purely  local,  each part  of  China  possessing  its  own dialect, 
incomprehensible to inhabitants of other provinces. Since none of these dialects were spoken by educated men, 
all he had so far learned was useless. He had then begun an even more laborious task, to pick up the rudiments of 
Mandarin, lingua franca of the official class. When Matthew Ricci joined him they had worked together chiefly 
from the library of Chinese books gathered in the house of St. Martin, increased their vocabulary and learned to 
read simple sentences. Matthew had an uncanny knack for languages – almost, Ruggieri would say, to mitigate 
his own comparative slowness, a gift of tongues. The weird uninflected monosyllables, like Italian only in rarity 
of consonants and frequency of vowel terminations,  were in themselves difficult  enough to learn,  but  what 
proved almost impossible was to attune their ears to the added dimension of five tones, each of which changed 
the meaning of the same sound (ibid., 46).
Dr. Robert Morrison (1782-1834), was the first Christian Protestant missionary in China. He did not 
learn the Chinese language until he arrived in China in 1807. Over a period of seven years, he 
single-handedly  finished  the  first  complete  translation  of  the  New Testament  into  the  Chinese 
language and published it in 1814. Later, with the aid of his colleague William Milne, he published 
the Chinese version of the whole Bible. He was also the man who produced the prodigious English-
Chinese dictionary for use by Westerners. His outstanding talent and laborious work brought him 
worldwide reputation. There is a brief description in the book A Mission in China about his method 
of learning the Chinese language:
Our pioneer [Morrison], then, is studying a hitherto unexplored language, or, as it is sometimes called, dialect, 
though the difference between it and any other is almost sufficiently great to constitute it a separate language. 
Let it be, say the Wenchow vernacular. He finds himself seated with a Chinaman at his side, and with a copy of 
the New Testament in Chinese characters, a phrase-book in the Mandarin or northern form of the language, and a 
Chinese-English Dictionary before him. He cannot recognise a single character; when it is pronounced to him he 
wonders how to spell it; having spelt it in some fashion or other, his next difficulty is to find its meaning, and the 
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one immediately following to re-pronounce it from his own spelling. Like a beginner at shorthand, he at first 
cannot read his own writing intelligibly. The best method of spelling, and that adopted by most linguists, is to use 
English consonants and Italian vowels, as far as they will go, and make up what may be lacking from his own 
genius – but he only discovers this later. When after patient toil, he has classified his spelling and worked out a 
system, he discovers that Chinese lends itself quite readily to phonetic “romanisation” (Soothill, 1907:16-17).
In the meantime, having formed his system of “romanisation”, he can now read his own writing with increasing 
accuracy. He has, moreover, struggled through a chapter of St John’s Gospel in character, and endeavours with 
the aid of his teacher to translate it into the spoken tongue; for if his lot be cast much south of the Yangtsz, the 
new Testament he uses is not in the everyday speech of his people. As he proceeds, he compiles a vocabulary of 
terms in common use. In this he is probably aided by considerable theatrical display on the part of his teacher, 
who may sit  on a chair to indicate  the meaning of the word sit,  may even lie on the floor to indicate the 
recumbent position, possibly snore loudly to express the idea of sleep, and who, to all appearances, would stand 
on his head if he could, to explain the meaning of upside down (ibid., 20-21).
This “romanisation” system, very similar to the one Ricci and his colleagues were using, was later 
used by many other missionaries to study the Chinese language and was also used in producing a 
new version of the New Testament. 
Another missionary to be mentioned is James Hudson Taylor (1832-1905), the founder of the China 
Inland Mission. He was born in England, and went to China in 1854. During the following 51 years, 
he went to China 12 times, devoting all his life to the Christian evangelistic campaign in China. In 
1905, he died in a Chinese city – Changsha. At his death, the China Inland Mission had set up 205 
mission stations, brought 849 missionaries to the country and converted more than 125,000 Chinese 
to Christianity. “No other missionary in the nineteen centuries since the Apostle Paul has had a 
wider vision and has carried out a more systematised plan of evangelizing a broad geographical area 
than Hudson Taylor” (Tucker,  2004:173). Apart  from his missionary accomplishments,  to many 
people, he was a true genius in learning languages. Even before going to China, over a period of a 
few weeks, he succeeded in learning five hundred Chinese characters, without the help from any 
teachers  or  grammar  books.  How  did  he  manage  to  achieve  that?  There  is  a  two-paragraph 
description in his biography  Hudson Taylor in Early Years: The Growth of A Soul, revealing the 
details of his unique way of learning Chinese:
Courageous in his inexperience Hudson Taylor set to work, despite the fact that he had neither teacher nor books 
with the exception of that one little volume of the writings of St Luke. A grammar would have cost no less than 
four guineas, and a dictionary could hardly have been purchased for fifteen. Needless to say he had neither. But 
hard work and ingenuity accomplished wonders, as may be judged from the fact that within a few weeks he and 
the cousin who was with him in the shop had found out the meaning of over five hundred characters.
“The method we pursue is as follows,” he wrote to his sister on February 14. “We find a short verse in the 
English version, and then look out a dozen or more (also in English) that have one word in common with it. We 
then turn up the first verse in Chinese, and search through all the others for some character in common that 
seems to stand for the English word. This we write down on a slip of paper as its probable equivalent. Then we 
look all through the Chinese Gospel for this same character in different connections. It occurs as a rule pretty 
frequently. And if in every case we find the same word in the English version, we copy the character in ink into 
our dictionary, adding the meaning in pencil. Afterwards, if further acquaintance shows it to be the true meaning, 
we ink that over also. At first we made slow progress, but now we can work much faster, as with few exceptions 
we know all the most common characters. In our dictionary we have four hundred and fifty-three put down as 
certain, and many others that are not fully proved. About two hundred more we know as certain that we have not 
copied into the dictionary yet, and many besides that are only probable (Taylor, 1958:86-87).
All the above-mentioned missionaries were extraordinary people with extraordinary talent, memory, 
courage, and diligence in learning languages.  Polyglots or language geniuses are those rare and 
exceptional people who possess remarkable language learning abilities which are far beyond the 
language  abilities  of  the  average  person.  The  reasons  for  these  differences  are  not  yet  fully 
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understood and many questions associated with mental learning processes and the function of the 
human brain in such processes still remain unanswered. Differences between the brain structure of 
gifted polyglots and that of ordinary people and why and how such gifted people are able to learn 
more languages at a faster rate continue to be researched by scientists. As yet there is no conclusive 
evidence to support various theories.
B) Ordinary Missionaries
Between the mid-19th century and the mid-20th century, Christian workers from Europe and America 
were sent to China in larger groups to carry on the mission started by their forerunners, who had by 
then set up a number of missionary stations and training homes for new arrivals. Rather than have 
personal tutors or be self-educated students, the newly arrived missionaries usually stayed at the 
training homes or stations for six months to two years to study Chinese, besides their daily religious 
duties. Their daily routines at missionary stations included the following activities:
We all meet together, sing a hymn, read a chapter, expositions by Mr Baller – very good – exhortation, prayer 
and a hymn. After this, prayers in Chinese in the chapel, at which eight or more Chinamen and a few women are 
present; 9:00 – 10:30 private study of Chinese; 10:30 – 11:30, Chinese class with Mr Baller; [...]. Then I may 
have a Chinese teacher from 2 till 3 or 3:30, and private study at Chinese till 5:00 (Austin, 1986:13).
In this training home, the young missionaries were taught by both Mr Baller, an English-speaking 
teacher of Chinese, and a native Chinese tutor who had no knowledge of the English language at all. 
The Chinese lessons with Mr Baller were probably far from the best, but they were much more 
welcomed by the students than the lessons with the native Chinese teacher, which were considered 
“incomprehensible”.
The language  lessons  with  Mr Baller  at  least  had  grammar  and  syntax;  those  with  the  native  tutors  were 
incomprehensible. Traditional scholars down on their luck (else why would they teach barbarians?) would start 
the lesson by pointing to an object and say the word. The student would repeat it and repeat it, hour after hour, 
until the teacher was satisfied. Laboriously, the students began to translate the books they would need for their 
daily work: the New Testament, Pilgrim’s Progress, the hymnary (ibid., 13-14).
Very similar stories were also found at another missionary headquarters in China, Zikawei13. Barry 
Martinson wrote a book entitled  Celestial Dragon – A Life and Selected Writings of Fr. Francis  
Rouleau,  which contains many excerpts from the writings and letters from Rouleau (an American 
missionary  who  came  to  China  in  1929)  and  his  fellow  missionaries. From  the  private 
correspondence, a picture of life at  Zikawei in the 1930s can be pieced together.  As Martinson 
(1998:45) concludes, “for some of the pioneer missionaries from California, in fact, the first year in 
China had gone miserably. Most had not succeeded in learning much of the language, which was 
not surprising, considering the backward method of instruction”. What did Martinson mean by the 
“backward method of instruction”? It was well explained in his book (ibid., 38-39):
During their first year in China, the chief preoccupation of Francis and his classmates would be their intensive 
study of the Chinese language. In The China Letter14 Francis describes this as “a curiously humdrum, if often 
lively and protracted scuffle with a philological system that has no parallel in Western habits of thinking and 
speaking.” In a lighter vein he writes to his sister Helen of his first attempts at learning Mandarin:
An old Chinese scholar, who can’t speak a word of anything but his native language, comes into my room every  
morning, and gives me instructions in the pronunciation of the words. This is quite difficult. It would make you  
13 Zikawei  was  a  village  on the  outskirts  of  Shanghai.  When the  French  Jesuits  arrived  in  China in  the  19th century,  they established  their 
headquarters  at  Zikawei and spread out to all  the surrounding areas.  Owing to the geographical  importance and convenience of Shanghai, 
missions and schools dotted its countryside. By 1929, Zikawei was the largest mission centre in the world (Martinson, 1998:35).  
14 Fr. Francis Rouleau published a good number of articles in a publication called The China Letter, written by the American Jesuits to their friends 
back home (Martinson, 1998:35).
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laugh to see (or rather hear)  me shouting some of  these crazy words,  twisting my tongue in all  kinds of  
imaginable shapes in a vain effort to get out some queer sound or other, putting into the inflection that shade  
of tone required for this particular meaning, going over and over again some tiny word which in our tongue is  
very simple, but in theirs difficult and hard to acquire.
The method of learning Chinese at that time in Zikawei was to concentrate on memorizing Chinese characters, 
thousands of them, with their Mandarin pronunciation. This was done because Chinese characters are the same 
all  over China,  whereas pronunciation differs according to the different  dialects.  In Shanghai  a  dialect  was 
spoken, but students were not taught that dialect. Instead, everyone simply learned the Mandarin characters, 
resulting in an inability to speak to anyone.
For Francis, who was anxious to be able to speak to the Chinese he had come to serve, this system proved 
frustrating.
The turning point in Rouleau’s study of the Chinese language was the time he spent in Zikawei’s 
international theological college which specialised in offering classic education to both Chinese and 
foreign Jesuits – the Chinese scholars there received the classic education of the West, while the 
Western  scholars  there  studied  the  Chinese  classic  literature.  In  this  university,  Rouleau met  a 
respectable  missionary,  Frank,  who  helped  Rouleau  make  impressive  progress  in  his  Chinese 
studies. 
I have always been very grateful to Frank for getting me started properly in the study of Chinese. Our superiors 
had decided to teach everyone the Chinese characters and leave the spoken language pretty much to later study 
when you knew in which dialect you would be working. The result was disastrous – two years of characters and 
at the end unable to speak to anyone.
Frank, who had suffered through the frustration of the character system, was determined that the same would not 
happen to us. So he enlisted one of the Austrian scholastics, who spoke very well, to take George and myself 
privately and start us on the spoken language. It was hard work, because we were carrying at the same time the 
character course, but after a few months it was noticed that the Americans could speak Chinese and the French 
scholastics could not (ibid., 85).
Among the writings about the language learning experiences of early missionaries in China, there is 
an amazing book written by W. H. Jefferys in 1913, a biography of James Addison Ingle, the first 
Bishop of the missionary district of Hankow (now known as Hankou), a coastal city in southern 
China. In the book, there is a ten-page chapter under the title “The Language” (Jefferys, 1913:71-
80), including extracts of fifteen private letters from Bishop Ingle, written between December 1891 
and September 1893, regarding his learning of the Chinese language in a missionary station. The 
following excerpts from the book offer us a glimpse at the issue of FL teaching and learning in 
China at the end of the 19th century.
Ingle studied Chinese before the days when, “on arrival in the field, each missionary is placed where he will 
have the benefit of the advice and guidance of an experienced worker. He is supplied with a Chinese teacher, 
with whom he is expected to spend as much time each day as he can with profit. As far as possible, he is spared 
all responsible work during the first year, in order to devote all his energy and time to the study of the language. 
During the second year the bishop may assign light duties in addition, but with the understanding that the entire 
forenoon, at least, shall be reserved for study. There is a definite course of study laid down, with examinations 
which fall due each six months of the first two years; after which the student is free from this oversight, and is 
expected to pursue his studies as time and opportunity permit; etc.” (ibid., 71).
Ingle’s first year was half filled with other duties, but he was particularly keen on learning the 
language as quickly as possible. His efforts rewarded him with good progress in the study. 
December 3, 1891 (ibid., 72)
I am busy with the language, and think I am making good progress. It is a tremendous job and will take no end of 
work, but I am much interested. The difficulty is that the difference of dialects makes dictionaries unreliable, and 
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the text-books for the Shanghai dialect (which we are studying) are very imperfect. These Chinese teachers have 
no idea of systematic and well-chosen instruction, so I am teacher as well as scholar, and assign my teacher the 
parts I wish to recite on. I hope to study better, and have more chance for writing, when I am in my own house.
Ingle’s teacher was a Chinese scholar without any knowledge of English, therefore, he was taught 
via the Direct Method. 
Hankow, January 23, 1892 (ibid., 72-73) 
I repeat over and over again, after my teacher, the sounds of the character, and try to imitate him exactly. But the 
sounds are so subtle that they often escape me. [...] After my usual exercises, and some conversation with him, I 
walked about the room, opening drawers and showing what was in them, giving a Chinese name, if I knew it, 
and otherwise asking it. Then I brought out books and my photographs of paintings, and as far as my small stock 
of words allowed, told him what they represented, and asked the names of things with which I was not familiar.
February 6, 1892 (ibid., 74-75)
I still hammer away at the language, and have brilliant and exciting conversations with my teacher about things 
in the room: ‘What is that?’ ‘It is a knife.’ ‘My sisters gave me that pillow.’ ‘My father gave me this watch.’ This 
is really exhilarating, though you may not think so. This language is grandly indifferent to anything like a decent 
or consistent order of words. ‘Bring me that large book’ is nothing of the sort in Chinese. The noble Chinaman 
says, ‘Take hold that piece large book carry come.’ The word translated ‘piece’ is what is called a numerary 
adjunct.
[...]
I will copy from my text-book part of a model dialogue between a foreigner and a Chinaman. It will give some 
idea of Oriental etiquette. The foreigner: ‘Please take a seat.’ ‘What is your honorable name?’ ‘How dare I?’ ‘I 
have not yet asked yours.’ ‘How can I presume?’ ‘My unworthy name is Pac’ ‘Indeed! My name is Chang.’ 
‘Where is your house?’ ‘The prefecture of An-K’ing.’ ‘Ah! the chief prefecture.’ ‘How dare I?’ ‘Kindly tell me 
what country you belong to?’ ‘My unworthy country is England.’ ‘What is your honorable age?’ ‘I have grown 
up in vain thirty-three years.’ ‘How many sons have you?’ ‘Four.’ (If he had been a Chinaman, he might have 
said, ‘Four little scoundrels.’) ‘Since you are a man of virtue, I congratulate you,’ etc. At parting the Chinaman 
says: ‘Do not come out, pray.’ ‘I have been but poor company.’ ‘You are too polite altogether.’ ‘I have been 
rudeness  itself.’ So  he  leaves.  You will  see  that  the  veneering of  Western  courtesy  is  but  a  shadowy film 
compared with the ‘chunks’ of dissimulation with which the Oriental plasters his conversation.
With devoted zest and unremitting diligence, Ingle rapidly advanced with his learning of Chinese. 
He developed his own learning system, which helped him succeed in making simply conversations 
in Chinese, five months after he started learning the language.
May 1, 1892 (ibid., 76) 
The English spelling-book I use has long lists of words, and, with the help of a couple of dictionaries, I get from 
these deacons their Chinese meaning in the colloquial, which I write down. When I make this list sufficiently 
complete and accurate, I shall keep it as likely to be of use to some future missionary. I cannot depend on my 
teacher  for  such  things,  for  he  not  only  knows no  English,  but  when  he  grasps  my idea,  gives  me some 
highfalutin classical word which is Hebrew to the common people. To the inherent difficulty of the languages 
and this trouble with an educated teacher must be added the fact that no dictionary or book that I have can be 
trusted without a Chinese to interpret its sounds, both because the sounds are different in any two places, and 
because the English writing of any sound differs in any two books. [...] So I often find that I have to unlearn 
what I have learned.
May 8, 1892 (ibid., 77)
My studies go on as before, ten hours a week with my teacher, eight with the deacons, three with the night-
school, and three with the choir-boys, so that I average four hours each week-day with my Chinese. I am picking 
up. My boy takes kindly to my Chinese, and seems, much to my surprise, inclined to talk only in Chinese, so 
that, except in difficult matters, we converse in that.
June 18, 1892 (ibid., 78) 
I am still encouraged with the language. [...] Mr Locke reminds me that Chinese is not to be crammed by just so 
many hours’ work a day; that he tried the plan and it failed, and he thinks I am following the best plan.
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After 15-month work on the language, Ingle made his first public address in Chinese, which was 
reported to be an excellent performance. 
April 10, 1893 (ibid., 78-79)
Now I know you will be glad to hear that I am still more encouraged about the language. I have fits of elation 
and depression. For a few days I will seem to have forgotten almost everything. I can scarcely say or understand 
anything. Then comes a time, almost suddenly, when it is all changed, and phrases that I scarcely know come to 
my lips and fit themselves into my conversation. It is the natural result of steady, day-by-day plodding. These 
phrases are hid in my memory and come out under the pressure of favourable circumstances. And every few days 
some of the Chinese tell me that I speak with unusual distinctness and accuracy. 
[...]
P.S.  –  I  forgot  to say that  I  made what  was practically  my first  talk  in public  on Wednesday night  in  our 
instruction class. It was very well received and was said to be understood.
May 7, 1893 (ibid., 79) 
I am gaining quite rapidly in the language, and sometimes find myself speaking on ordinary topics with little 
effort. 
Ingle’s diary entries clearly demonstrate that the progress in learning a FL is not always smooth and 
steady, but often follows a curved path, because the “reorganisation” in the interlanguage system 
“takes place from time to time during the process of second language acquisition” (Saville-Troike, 
2006:176). When Ingle finally could speak Chinese fluently and gracefully, he wrote, 
September 17, 1893 (ibid., 80)
I have been studying hard all summer on this barbarous language, and expect to continue to study as long as I am 
in China.  You see,  a man never reaches the end.  He may be able to speak fluently and not know a single 
character when he sees it. The characters (as you know, there is no alphabet) are merely so many pictures, and 
one learns to recognize them only by seeing them constantly. So if a man ceases to study, he may talk better and 
better every day, but he is forgetting characters every day. Even the native scholars would soon forget a great 
many if they did not constantly read them. So if a man intends to go forward instead of backward, he must take 
his doses of Chinese as regularly as he takes his meals, otherwise he will soon forget more than he ever knew.
Another book worth mentioning is the one entitled  Death Throes of a Dynasty (Ruoff, 1990). It 
contains  a  wealth of  letters  and diaries  of  Charles  and Bessie  Ewing,  an American missionary 
couple who came to China in 1894. Like many other early missionaries in China, their learning of 
Chinese was anything but easy.
October 31, 1894, Tientsin (ibid., 15-16)
Our work with the [Chinese] language is progressing. There is little doubt that, if our health keeps good and 
there is nothing especial to interfere, we shall easily accomplish the required work before the annual meeting [of 
the American Board of Commissioners for Foreign Missions] next April. [...] Some of the missionaries never 
learn them [the sounds and tones] thoroughly.
October 13, 1894, Tientsin (ibid., 16)
Charles and I together have our Chinese teacher six hours a day.
January 10, 1895, Tientsin (ibid., 17)
We [Charles and Bessie] have both applied ourselves to the [Chinese] language, and I think that we have worked 
about as hard as regard for continued good health would allow. Indeed, I have been compelled to “hold in” once 
or twice, but that was mainly due to lack of systematic exercise.
April 2, 1896 (ibid., 23)
I have reached the point where I learn more of the language from my active intercourse with the Chinese than 
from my teacher. And as I do not much relish some of the study work, I fear that I am inclined to be too careless 
with regard to it. [...] My work at the North Chapel is rendered easy by the fact that we have an excellent native 
preacher there. [...] Poorly as I can as yet use the language, it is a delight to find myself able to talk freely and 
correctly, especially if I can present heavenly things to the exceedingly earthly minds of these devil-deceived 
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people. It is in the way of conversation, which is more necessary and I think also more important and valuable in 
missionary work, that I find myself particularly lacking. I can neither understand nor reply to a great deal of what 
is said by the Chinese. But I am improving, and expect still to advance.
On www.logoi.com, a website devoted to travelling and language learning, there is an interesting 
article – “The Paper Lion: Early Western Study of the Chinese Language”15. In this one-page article, 
there is an unusual description of an “effective” way to learn Chinese. It is said in the article that 
this  recipe  was  copied  from  a  manuscript  grammar  prepared  by  the  Augustinian  monk  José 
Villanueva at the end of the 18th century.
What should a European do who wants to learn Chinese? He should put away the Chinese characters and start 
with the Chinese syllables written as European words and annotated with the proper accents. He should not 
trouble to learn many syllables, but learn to pronounce those he reads with fluency and without hesitation. He 
must try to find some Chinese who speak and understand correct Mandarin, and should speak and converse with 
him as much as possible. [...] Then after having trained for four or five months he should take a Chinese book, 
written in Chinese characters without admixture of European words. [...] He should grasp the Chinese-European 
dictionary and look up each character patiently, one by one, and assure himself calmly of its meaning, without 
fear, realizing that he is carrying his cross. No doubt he will forget one character while he is looking for another. 
But he should not give up, only go on and look it up for the second, the fourth, and the sixth time. Often he will 
feel horrified and it will appear to him impossible to learn the characters. In each character he will see a fierce 
lion wanting to attack him. When he realizes that it is a paper lion, he will laugh. After two months or at most 
three the fearful lion will be transformed in a peaceful ox [...].
I agree with Villanueva on the point that language learners should converse with native speakers of 
the target language as much as possible, but for the rest, I share the opinion with the author of this 
Internet article – “today such method would not find much acceptance, and nevertheless, many who 
study Chinese indeed still ‘feel horrified’ and in each Chinese character continue to see a fierce lion 
waiting to attack them!”
2.1.3 Principles in the Study of the Chinese Language among Early Missionaries
This chapter so far has unfolded a wealth of amazing stories as told by early missionaries in China 
about  their  experiences  of  learning Chinese.  To learn  the  Chinese  language,  they took various 
approaches, but they had something in common which contributed to their success in learning the 
language,  such  as  the  use  of  their  MT,  maximum  exposure  to  the  target  language,  and  their 
persevering attitude towards language learning. These principles will be looked at below.
A) Use of the Mother Tongue. From Ricci to Taylor, from Morrison to Ingle, neither polyglots 
nor ordinary missionaries learned the Chinese language without the participation of their MT. 
They used English-Chinese dictionaries;  they made bilingual vocabulary lists;  they compiled 
bilingual grammar books; they preferred the Chinese lessons with their own language speakers 
with  grammar  and  syntax;  they  found  their  Chinese-only  language  lessons  with  the  native 
Chinese  tutors  incomprehensible;  translation  exercises  were  primarily  used  to  improve  their 
language proficiency; and so on. All these facts have shown that their MT greatly assisted them 
in learning a new language. A lot of diaries and memoirs written at that time revealed that one of 
the most urgent things to do upon their arrival in China was to look for a “personal tutor” or 
sometimes called “linguistic informant”. The FL proficiency of these informants was often not at 
a  high  level,  but  they  could  at  least  make  basic  conversations  with  foreigners.  This  basic 
bilingual help was highly appreciated by the early groups of foreigners in China, because they 
learned from experience that a monolingual teaching approach could only make their linguistic 
15 http://www.logoi.com/notes/jesuits.html
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survival more difficult. 
B) Maximum Exposure to the Target Language. When learning a FL, it is crucially important 
to get in touch with the target language, by all means, as much as possible. During their first year 
in China, most of the missionaries spent four to eight hours per day on language study. Few of 
them were lucky enough to have personal tutors, while the rest had no private tuition but they 
tried their best to practise the language whenever they could, for example, with Chinese deacons 
or choir boys. In Dr. Morrison’s biography, it said that his pockets were always bulging with the 
work  of  more  experienced  men  in  other  parts  of  China  (Soothill,  1907).  Their  success  in 
language study was often a result of the economical and systematic use of time. The approach 
through which many early missionaries learned the Chinese language was basically to study the 
textbooks or literature as deeply as possible and to converse with native speakers as often as 
possible.
 
C) Persevering Attitude towards Language Learning. It goes without saying that nobody can 
succeed in mastering a language without much effort and without investing a great deal of time. 
Learning the MT normally takes several years to reach a certain level of fluency and accuracy. 
Learning a  FL can be an even more time-consuming,  arduous,  tedious,  and fortitude-testing 
process. When reading through the literature on the life of the early missionaries in China, I often 
came across some remarks like the following:
One day I think I know something and am making some progress; the next, I am firmly persuaded that I am a 
blockhead and know nothing (Jefferys, 1913:78).
After months of study, when the students took their first Chinese prayers, they were likely to be taken aside 
and told that they had addressed the “honourable” audience as “devil people” or had preached an interesting 
sermon on the subject  of Noah’s dog. Slowly, they were learning the hardest lesson of their lives: “Have 
patience. Remember you are in China.” (Austin, 1986:14).
To learn a FL, one must be well-prepared, both mentally and physically, in order to win this long 
haul  battle.  There  are  no  miracle  methods,  and  the  authors  who  advertise  “superlearning” 
methods  are  deceiving  the  public.  One  can  certainly  learn  languages  without  tears,  but  not 
without toil. To encourage learners is a good thing, but making exaggerated claims may quickly 
lead to their frustration.
2.2 Teachers as Learners
A teacher walks into a classroom. She brings with her [...] “a set of understandings and beliefs not only about 
how languages ... are learnt, but also about how and what teaching and learning is all about”. [...] these teacher 
qualities are essential towards a good lesson. The class sits down, the lesson begins.
But she also brings with her a bundle of methodological elements – “procedures” which her training emphasized, 
and which the inspector at the back of the room is looking for. Her lesson plan is imposed by the Ministry. A 
visiting consultant has just done a course, and told her to “be communicative”. So she follows the plan, with all 
its communicative tools, the pairwork, the information gaps – and luckily the inspector smiles. 
But in the process she has had to leave on the doorstep those very elements which would (and one day will) 
make her an excellent teacher – her sensitivity to individual students’ needs, her understanding of their L1, and 
her ability to depart from the lesson plan and generate spontaneous interaction. The profession tells her that 
methodological factors take priority, and as a result those very qualities [...] in good teaching are left outside.
The above classroom observation (Bax, 2003:295) vividly depicts the all  too familiar dilemma, 
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confusion and helplessness that nowadays most EFL teachers are experiencing in their classrooms. 
Teachers’ pedagogical choices depend on their beliefs about how language teaching can be most 
effectively conducted. These beliefs are often “powerfully conditioned by prevailing trends and 
fashions” (McDonough, 2002:409). Inside classrooms, the needs and preferences of the learners are 
often filtered through these beliefs. Sometimes a teacher’s understanding of how a language should 
be  taught  and  his  learners’ actual  needs  may  be  at  cross  purposes.  Then  how  can  a  teacher 
empathetically  read  the  minds  and  perceive  the  needs  of  his  students?  A piece  of  simple  and 
sensible advice would be: To put yourself in the learner’s shoes. This experience can be “incredibly 
illuminating” (Bailey et al., 2001:96).
Over the last 30 years, a number of experimental studies have been undertaken which examined the 
issue  of  language  learning  from  teachers’ perspectives.  When  sitting  in  the  classroom  on  the 
receiving  end,  most  of  these  teachers  reported  to  have  surprisingly  realised  that  how  big  the 
difference between a teacher’s belief and the learners’ needs can be – they often wanted exactly the 
same thing that they have told their learners to discard. The teacher learners were frustrated with the 
inaccurate guessing and wanted to know the precise meanings straight away; they were dissatisfied 
with the slow and painful process through the FL-only approach; they desperately sought help from 
their MT; they wanted grammar clarification; and they hated the insecure feeling when using the FL 
without much confidence; and so on. Their first-hand learning experience made them “much more 
sensitive to the problems a person encounters in learning another language” (Rivers, 1979:67).
Rivers’ diary  of  learning a  sixth  language  is  one  of  the  most  detailed  accounts  of  a  language 
teacher’s FL learning experience. In her day-by-day diary of learning Spanish, she often mentioned 
the influence of the languages that she previously learned. Bypassing what she had already known 
was next to impossible.
January 10, 1978 (ibid., 68) 
I find myself making as many associations as possible with what I know: sed – sedative; treinta – trente; and also 
negative associations (tardes, not tardy).
     
January 11, 1978 (ibid., 68)
I look for shortcuts based on previous knowledge of languages: once = Fr. onze; lluvia = pluie, therefore llena = 
pleine. 
I notice a tendency to use German with the Spanish-speaking maid – sehr gut, etc.
January 12, 1978 (ibid., 69)
I found I misinterpreted  tengo que aprender as “I want to” from French  Je tiens a and I keep thinking this 
meaning, instead of have to. This shows the pitfalls of a purely direct method.
January 16, 1978 (ibid., 71)
I do make mental translations and these give me a feeling of security, yet I do find myself thinking directly in the 
language when I read, or go over an assignment, or create utterances in class.
January 26, 1978 (ibid., 74)
I feel sure now that in an immersion situation, at least for adults on their own, it is important to have someone to 
whom one may have recourse in one’s  own language (that  is,  in a  non-teaching situation and in isolation) 
because one feels such an idiot when one cannot express one’s own personality at least from time to time. It can 
be quite traumatic.
Weschler,  an  English  teacher  in  Japan,  also  had  similar  frustration  when  English,  his  native 
language, was excluded from his Japanese lessons.  
Much of my frustration with direct methods comes from my own experience being taught Japanese in such a 
way. Countless times I would hear the teacher make a statement, feel I “understood” each individual word, but 
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had no idea what the sentence as a whole meant. I realize there are those who say that certain things simply can’t 
be translated. Word-for-word, of course not. But idea-for-idea, that’s a different story. With all due consideration 
to the red herring of cultural differences, I would still argue that unless you can rephrase a statement in your own 
first  language  such  that  the  essence  of  the  meaning  is  maintained,  you  really  don’t  understand  it.  And 
understanding of meaning is the key to true communication (Weschler, 1997).
McDonough (2002:405), a teacher with nearly three decades of EFL teaching experience, in her 
diary of learning modern Greek, notes down:
I’m not satisfied with getting the gist, I want to understand every word.
We’ll ask her to do more dictation, we all like it.
Translating the text was good, lots of dictionary work.
I’m going to learn the dialogue by heart, translate it into Greek and then back into English.
McDonough’s own learning preferences were also in line with the results of her survey with 35 
teachers  and 19 learners.  Most  of  the  teachers  were  strongly in favour  of  translation exercises 
between L1 and L2 and the use of bilingual vocabulary books. Among the learners, 71% depended 
on small bilingual dictionaries, 88% regarded translation as a very important aid for their learning. 
Bilingual dictionaries or bilingual vocabulary books seem to be vitally important to FL learners, 
especially to adult learners. When learning her fifth FL, Rivers also showed a strong need for the 
bilingual assistance. 
January 21, 1978 (1979:72)
I am very frustrated by the lack of an English-Spanish glossary in my private textbook and other books. I will 
have to buy a small pocket English-Spanish, Spanish-English dictionary.
January 28, 1978 (ibid., 74)
I still feel not having an English-Spanish section in my textbook is a distinct disadvantage and hobbles me in 
trying to create new sentences.
Language acquisition occurs through a two-level mechanism. In other words, in order for input to 
become intake, learners need to understand not only what the sentence means but also how it is 
constructed. This dual need is clearly demonstrated in Rivers’ diary.
 
January 10, 1978 (ibid., 68)
I  found looking over  a  short  pronunciation guide or  a  rapid overview of  grammar helpful,  before  actually 
learning piecemeal. 
January 13, 1978 (ibid., 69)
I  feel  a  continual  need to  understand the  larger  picture  into  which  the  bits  fit,  so  I  realize  the  usefulness 
(indispensability to me) of the index to grammatical and other details in my textbook. Life without it would be 
most frustrating. 
January 16, 1978 (ibid., 71)
I find I  need to ask questions, to ask for clarifications and to get them at the moment I need them if I am to 
progress. I do not feel at ease if they are left hanging.
Dodson (1967) noted that learners learn more rapidly and more confidently with the printed word 
than without, and the older the learner is, the more valuable the printed word is. This point is also 
revealed by some teacher learners. For example, when recalling his experience of learning Danish, 
Moore (1977:109) comments,
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Without visual aids or an exceptionally clear structure and delivery, listeners commonly receive only fragmented, 
distorted and discrepant messages even in their own tongue: much more so in a foreign language.
When taking an opposite position in the language classroom, teachers are often amazed to realise 
how contradictory their perceptions as learners are to their perceptions as teachers. As McDonough 
(2002:409-410) underscores, “As teachers and as learners, we inhabit rather different worlds, just as 
we can compartmentalize other areas of our lives – employee, friend, parent, colleague, and so on. 
Recent work on the sources of language teachers’ beliefs and practice is beginning to yield insights 
into  the complexity of  the  process”.  The first-hand learning experience makes a  teacher  better 
understand what it is like to be a language learner and what a learner may find really helpful. This 
awareness may become a major driving force for a teacher to change and improve. For this purpose, 
an experiment in which a group of teachers consciously reversed their role was run by the Teachers’ 
Centre at International House (London) from October 1984 to February 1985, a twelve-week thirty-
hour course in Mandarin Chinese (Lowe, 1987:89-96). Although the experiment was carried out 
over two decades ago, some of the notes in the diaries of the participants are still very enlightening 
when they are read today.
I’ve been teaching for ten years, making assumptions about how my students felt, [...], and it’s really rather 
frightening for me to realize how much was going on, important things that were happening to people in the 
class, that I really didn’t know about (p92).
The most surprising thing to me was how contradictory I was as a learner [...] that at the end of the day I couldn’t 
say, “Well, I know that I want a particular approach or methodology”. I was constantly wanting different things 
at different moments [...] (p92).
I really loved it  when we did anything that  was grammatical,  and I had a dreadful sort  of “Teach Yourself 
Chinese” book, where I used to read all those sentences like “It’s a book. Is it a book? Yes, it’s a book. No, it  
isn’t  a  book”,  and I  used  to  read  this  with  great  pleasure.  And it  was  quite  separate  from the  wanting to 
communicate. It was feeling “This is what it’s all about. This is the structure. I really need this.” And when we 
learnt some sort of classroom expression like “Can you say that again?”, I really did get pleasure from being able 
to make connections between what I knew grammatically and these classroom expressions, and to be able to 
extract out the structure, and think about it, and then put it back into the phrase, and feel: Yes, I had something 
that was communicative, but at the same time I had something that fitted into a structure that I could build on 
(p93).
First of all, I needed to know what something meant. Half the time I didn’t know what things meant, and I 
couldn’t guess. Secondly, I needed to know what its “sound-shape” was. But I couldn’t say, “Oh, that word 
sounds like an English or French word”. So I needed to hear the word many more times, and then I needed to say 
it just as many times. Thirdly, I could not manage to learn it if I hadn’t seen it written in “pinyin” [a romanized 
form of phonetically-based script used as an alternative to Chinese characters]. Fourthly, I needed to know that it 
went in this or that place in a sentence, not technically what part of speech it was necessarily, but where it went. 
[...] So I spent the whole twelve weeks cognitively trying to “organize” the language internally before I could 
start to get hold of it to use it (p94).
Perhaps the most interesting general point is that people suddenly realize they’re learners again, [...], the diary 
makes them realize how essential  it  is  to remember what it  was like to learn.  At least  once in every diary 
somebody said something like, “I had quite forgotten it was so difficult to do so-and-so”, or “My poor students. I 
must try and remember that I hate this, and yet I force people to do it all the time” (p95).
I think the diary acts as a self-awareness instrument: if you know what’s going on in your own learning, it makes 
you aware of what’s possibly going on in the learners in your classroom (p95).
Similar views are also repeatedly expressed in the retrospective self-reports from some language 
teachers who once again had the chance of renewing their connection with language learning. For 
example,
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My experience [as a language learner] has shown me how communication failure, besides being grossly wasteful 
of time and effort, can stultify mental interaction and the development that depends upon it, and can produce 
mystification, frustration, and many counterproductive emotional and behavioural responses (Moore, 1977:110). 
Thirty years ago I was so much part of the Direct Method orthodoxy of the day that I frowned on bilingual 
dictionaries  and one day found myself  miming the word ‘although’ in an elementary class  [...]  How had I 
managed to exclude my real experience as a language learner from my practice as a language teacher for so 
many years? (Deller and Rinvolucri, 2002:4)
2.3 Summary
A language teacher’s job is to make language learning take place. Due to the inherently different 
roles of teachers and learners,  they may have sharply different perceptions about what is really 
needed to activate language learning. Therefore, it is particularly revealing to teachers when the 
language learning issue is examined from the learners’ point of view. For example, the use of the 
MT is a very controversial issue for teachers, while for learners their MT is simply an indispensable 
aid and a non-negotiable part in learning a new language. Examining the role of the MT through the 
eyes of learners and rethinking the role of L1 in L2 learning is the focus of this chapter.
Many early missionaries in China were not very impressed with the language lessons given by their 
monolingual native Chinese teachers. The Chinese-only language classes were “incomprehensible” 
for newly arrived missionaries. Apparently, these missionaries were taught Chinese through a “no 
MT,  Chinese  only”  approach.  It  is  well  understandable  why  this  monolingual  approach  was 
preferably used by the teachers, because it is always the easiest  way of teaching for the native 
speakers of the target language who do not have any knowledge of the MT of their learners. Early 
missionaries in China did not seem to benefit much from this way of teaching. However, it must be 
borne in mind that China at that time was not comparable to the China of today. Let us be reminded 
that  during the period of  China’s  Imperial  history  Chinese people  were forbidden to teach the 
Chinese language to foreigners. It was already a blessing for the missionary stations to find any 
native Chinese speakers  who were brave enough to teach.  Needless  to  say,  whether  or  not  the 
teachers were bilingual and whether or not they were good teachers were not the highest priorities 
in the bargaining for the language services.
To accelerate their learning, the early missionaries had to help themselves out. Composing grammar 
books and making bilingual vocabulary lists seemed always on the top of their “to-do” list. They 
used their MT to make sense of what they were learning; they used their MT to make the Chinese 
language transparent and comprehensible; they used mirroring and literal translation techniques to 
advance from the simple to the complex, to build on what was already known and well-understood 
to what was yet unknown.
Two centuries ago, when the social environment in China was not favourable for Chinese language 
teaching, being taught by monolingual Chinese speakers was the only choice that many of the early 
missionaries in China had, although a bilingual approach would have been much more appreciated 
by the students. However, what happened in the early missionary classrooms is surprisingly similar 
to  what  is  actually  taking  place  in  many  FL classrooms  in  the  21st century,  when  FLT is  not 
suppressed  but  encouraged.  Many  language  teachers  who  cannot  speak  a  word  of  the  native 
language of their learners are drawing pictures on the blackboard and jumping around the classroom 
as their ancestors did. What these teachers assume as a “direct” way of teaching often does not 
directly satisfy the needs of their learners. This “No-MT” approach brings more confusion than 
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clarity to the learners. The teachers are actually leading the learners to make a detour rather than a 
short cut. As Weschler (1997) describes,
The teacher stares down at the wide eyes of his new students, “Class. We are here to learn English. As of today, 
you are not to use any Japanese in this room. This is an ‘English-only’ class.” And it is from that moment, I 
would argue, that the class is lost.
However,  when  language  teachers  become  language  learners,  the  “target-language  only” 
monolingual approach is no longer their favourite, as we have seen above in this chapter. When 
their roles are reversed, some previously hotly-debated issues seem to be quickly resolved. This is 
why nowadays  teacher  training  programmes  often  include  a  short  session  of  FL learning.  For 
example, Bailey was once asked to train a group of experienced teachers of English in Brazil who 
had strong but distinctly different opinions about the use of learners’ L1 in their L2 learning. Bailey 
gave them a 30-minute Korean lesson using only Korean. Although the language lesson was as 
short as barely half a hour, it was long enough for Bailey to notice the dramatic shift in the position 
among some of the teachers who were initially most obstinately against the use of learners’ L1 in 
the L2 classroom and later were “among those most frustrated and intimidated by the experience of 
being restricted to the target language” (Bailey et al., 2001:97).
Similarly, this kind of frustration and conversion is also revealed in Barnard’s (1997) survey with 
the students who had completed the Trinity College Certificate in TESOL (Teaching English to 
Speakers of Other Languages), which required each participant to learn an unknown language for a 
minimum of six hours.
Three-quarters of the respondents from the various centres reported that this was the most important element of 
the course, and felt a sense of achievement and satisfaction. Many, however, used words such as ‘frustrating’, 
‘humiliating’, ‘overwhelming’ and ‘vulnerable’ to describe their feelings during the process. They also realised 
the importance of such matters among language learners as speed of uptake, degree of intake, quality of output 
and amount of switch-off, as well as different preferences for class activities such as pair work, choral repetition 
and games (Barnard, 2002:2).
“Learning  a  language  makes  one  fully  realise  what  it  is  like  to  be  on  the  other  side  of  the 
pedagogical border” (ibid., 2). When the teachers put themselves in the learner’s shoes, when they 
are deprived of the normal modes of communication and confined to a restricted code, when they 
experience the verbal and understanding handicap as a result of being exposed in a completely new 
linguistic environment, when they see how different the classrooms look and feel from where the 
learners sit, teachers often report having a complete turnabout in their understanding of what is 
needed most by learners and what can really accelerate their learning. What they most often deny to 
their own pupils – the MT, grammar, translation, and so on – suddenly seem indispensable to their 
own language learning. This contradiction can be clearly seen in all the retrospective self-reports 
from teacher learners. As Barnard (ibid., 2) suggests, “it is one thing to read about these matters in 
textbooks and journal articles, and quite another to experience them for yourself”.
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Chapter 3 Controversy over the Role of the Mother Tongue in 
English Language Teaching in China
To doubt everything or to believe everything are two equally convenient solutions;
 both dispense with the necessity of reflection.
– Jules Henri Poincare (1854-1912)
3.1 Brief Review of the Mother Tongue Controversy Worldwide
The role of the learners’ MT in the FL classroom has been a matter of controversy for more than a 
century. The pendulum has never stopped swinging between the position of using it because it is a 
help and the position of avoiding it because it is a hindrance.
Since the 1880s when the Direct Method was developed, the use of the learners’ MT has been 
discouraged, minimised and even banned from FL classrooms. From the Direct Method to the later 
Audio-lingual  Method and to  the  recent  Communicative  Language Teaching (CLT),  the  MT is 
explicitly or implicitly, more or less, excluded from language classes. The reason for prohibiting L1 
is  simple: One learns a new language through constantly using it.  If  to  learn L2, one must be 
immersed in L2, then why should L1 be used? L1 is seen more as a harmful interference than a 
helpful assistance to L2 learners. This prejudice against using L1 in L2 classrooms has been carried 
on by generations of teachers and students in the 20th century until the present day.
Despite the overwhelming majority of theories which advise teachers to avoid using L1, a relatively 
small number of researchers and teachers, since the end of World War II, have been endeavouring to 
raise the awareness in the field that L1 has an active, positive and beneficial role to play in L2 
classrooms, especially for the learners at the beginning and lower levels.  Their approach is rather 
eclectic: They are against the mainstream monolingual educational thinking by stressing the value 
of the MT in teaching and learning a new language; at the same time they also insist that L1 is only 
an aid in L2 teaching and should be used with care in a principled approach, and L2 should be the 
major communicative medium in L2 classrooms. This eclecticism clearly differentiates them from 
the earlier adherents of the Grammar-translation Method.
There have been a wealth of arguments from both opponents and proponents of using L1 in the L2 
classroom, however, empirical research findings do not yet seem to be entirely supportive of the 
arguments from either side. Neither side of the tug of war has won by proposing a convincing 
solution as the norm for FLT. This stand-off situation among second and foreign language educators 
will continue, as long as some fundamental differences among them exist, such as their personal 
learning  and  professional  teaching  experiences,  goals  of  language  teaching,  available  teaching 
facilities, number of students, students’ learning preference, and local culture.
Much of the debate between the two sides essentially focuses on three questions:
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      I. Does L1 learning equal L2 learning?
      II. What sort of exposure to L2 leads to learning? 
      III. Is L1 a help or a hindrance?
3.1.1 Does L1 Learning Equal L2 Learning?
The seemingly innate ability of babies and small children to acquire their  native language is  a 
fascinating  phenomenon  for  linguists.  When  the  “natural  method”  of  language  teaching  first 
appeared, some of its advocates like Dufief attacked the traditional grammar teaching by saying, “It 
is evident that the rules of Grammar can not convey the art of language. [...] How then is language 
to be acquired? I  answer by adopting the mode by which nature teaches children their  mother 
tongue” (Dufief 1823, cited in Kelly, 1969:40). This view became increasingly popular throughout 
the 19th and the first half of the 20th century. Not until the end of the Second World War did the 
interest in in-depth empirical and theoretical research into bilingual language teaching start to grow. 
McLaughlin (1992) clearly warns that “intuitive assumptions are often mistaken, and children can 
be harmed if teachers have unrealistic expectations and an inaccurate understanding of the process 
of second language learning”. Researchers and teachers who are in favour of using L1 in EFL 
classrooms believe that L1 learning and L2 learning are two closely correlated but fundamentally 
different  mental  processes,  which  take  place  in  very  different  settings  –  one  is  acquired 
subconsciously  in  a  natural  living  environment,  and  the  other  is  learned  consciously  inside 
classrooms (for most learners). When pupils start learning a second or a foreign language, they have 
already acquired a certain level of communicative competence in their MT, while babies do not 
have another language to refer to when they learn their MT. When learners enter a FL classroom, 
they do not want to re-conceptualise their world and handle completely new situations in FL terms. 
What FL learners need to know first and most are the FL equivalents of MT terms so that they can 
handle familiar situations through the medium of the FL. Children’s internal biocognitive condition 
and their external linguistic environment in L1 learning can never be duplicated in L2 classroom 
teaching. This point is so crucial that it should never be overlooked when the question of how 
second language teaching should be conducted is raised. Cook (2001:402) strongly refutes the claim 
that L2 learning can be modelled on L1 acquisition, and he argues that “the justifications for this 
rest on a doubtful analogy with first language acquisition, on a questionable compartmentalisation 
of the two languages in the mind and on the aim of maximising the second language exposure of the 
students, laudable but not incompatible with use of the first language”.
The Direct Method has been regarded by many as a pioneer invention contributing to classroom 
language teaching throughout the 20th century. A distinct feature of this method and its successors is 
its attempts of “making words depend for their meaning on verbal and situational context” by using 
active demonstrations (Kelly, 1969:10). The rationale behind it is that it is the “natural” way in 
which children learn their native language, and the same way is bound to work as well as in second 
language learning. This belief was, however, from its onset, met with a fair amount of scepticism.
I have it from a very trustworthy authority that in some New England town a teacher of the ‘Natural Method’ 
gambols around the room to express the idea to run. If this be the general case, school committees will no longer 
be called upon to deliver certificates of proficiency to teachers of Languages: this duty will devolve on P. T. 
Barnum (Levy 1878, cited in Kelly, 1969:11).
“Natural”  is  the  element  that  educators  from both  sides  of  the  dispute  like  to  bring  to  their 
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classrooms. After all, nobody would want to call their theories or methods “unnatural”. The point 
that divides them apart is the definition of “natural”. To many of them, the way that children learn 
their MT is the most natural way of learning a language. Therefore, the model by which people 
learn their MT should be imitated and followed in second language classrooms. However, some 
other educators argue that people at different stages of life have different “natural” ways of doing 
things. With regard to second language acquisition, translation or transfer from the MT is “a natural 
phenomenon and an inevitable part” (Harbord, 1992:351). The way that babies pick up their MT is 
no  longer  “natural”  to  school-aged  children  or  adults,  whose  biological,  cognitive,  mental  and 
conceptual capacities are already very different from those of babies. In other words, when we talk 
about  second  language  teaching,  we  should  “take  account  of  the  knowledge  and  skills  which 
language  students  bring  with  them from their  MT and  their  experience  of  the  world”  (Swan, 
1985a:2). The MT should be taken rather as a privilege than as a burden for L2 learners, because “it 
makes possible for us to learn a new language without at the same time returning to infancy and 
learning  to  categorise  the  world  all  over  again”  (Swan,  1985b:96).  Moreover,  the  amount  of 
language input that L2 learners get in their classroom is by no means comparable to the amount that 
babies receive when they learn their native language.  Accordingly, the most natural way for L2 
learners is  to get in touch with the target language as much as possible,  with the help of their 
already acquired MT. From the known to the unknown is a natural way for human beings to acquire 
new skills.
3.1.2 What Sort of Exposure to L2 Leads to Learning?
It is widely believed that exposure is a determinant factor in learning a language. Children learn 
their first language by immersing themselves constantly in the target language environment, thus by 
analogy, it would be logical for second and foreign language learners to follow the “native-like” 
way  to  achieve  “native-like”  proficiency. The  monolingual  approach  accordingly  is  becoming 
popular in many EFL classrooms, in which nothing but English should be used for all purposes. The 
pedagogical rationale for this practice, as described and criticised by Auerbach (1993:14-15), is “the 
more  students  are  exposed to  English,  the  more  quickly  they will  learn;  as  they hear  and use 
English, they will internalise it and begin to think in English; the only way they will learn it is if 
they are forced to use  it”.  In  short,  conceptual  processing of the L2 occurs automatically as a 
consequence of increasing exposure to the L2.
Is exposure equal to learning? The short answer is: It depends on what sort of exposure – exposure 
alone,  “No”;  but  comprehensible  exposure,  “Yes”.  It  is  self-evident  that  exposure  to  the  target 
language is indispensable for accelerating the learning process and enhancing the learning result. 
Nevertheless, opponents of the monolingual approach believe that one crucial thing is missing in 
this equation – understanding.  They posit that language acquisition begins only when we absorb 
and understand the language. Hearing or seeing words alone does not result in learning unless the 
meaning  of  what  is  heard  or  seen  is  fully  understood.  Exposure  to  “comprehensible  input” 
(Krashen, 1985) is what counts. Furthermore, the input must be comprehended in a dual way – at 
both the semantic level and the grammatical level – in order to stimulate the acquisition of language 
as a system. With regard to comprehension, for L2 beginners, L1 can “be a suitable starting point” 
(Butzkamm, 2003:31), to introduce the meaning and structure of new language items in an efficient 
way.
McLaughlin (1992) reminds teachers that “research on second language learning has shown that 
there are many misconceptions about how children learn languages. Teachers need to be aware of 
these research findings and need to unlearn old ways of thinking. For the most part, this means 
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realizing  that  quick  and easy  solutions  are  not  appropriate  for  complex  problems”.  He further 
stresses that “second language learning by school-aged children takes longer, is harder, and involves 
a great deal more than most teachers have been led to believe”. Monolingual lessons surely have the 
advantage of providing learners with more contact time with the target language, but whether the 
quantity of exposure to the target language necessarily guarantees the quality of learning is still in 
question.
3.1.3 Is L1 a Help or a Hindrance?
For a long time, the MT in the EFL classroom has been treated as “a skeleton in the cupboard. [...] a 
taboo subject, a source of embarrassment and on the parts of teachers, a recognition of their failure 
to teach properly” (Prodromou, 2002:6). Among the majority of non-native EFL teachers, there 
seems to be a  general sense of guilt and incapability when they use the learners’ MT as a tool to 
facilitate  learning,  although  their  intuition  and  many  research  reports  favour  the  position  that 
“careful, limited use of the L1, at the right time, will help the students to get the maximum possible 
benefit from an activity” (Atkinson, 1993:47).  Furthermore, not only the teachers themselves but 
also the learners are discouraged from using their MT even if in occasional but necessary situations. 
In a survey conducted by Auerbach (1993:14) at a statewide TESOL conference in the US regarding 
whether ESL (English as a Second Language) students should be allowed to use their L1 in class, 
the findings were negative as was expected – “despite the fact that 80% of the teachers allowed the 
use of the L1 at times, the English-only axiom is so strong that they didn’t trust their own practice: 
They assigned a negative value to  ‘lapses’ into the L1, seeing them as failures or aberrations, a 
cause for guilt.”
The MT is often blamed for causing linguistic error transfer in learners’ L2 output. Monolingual 
orthodoxy sees the MT as an intruder only and a persistent temptation for lazy pupils and tired or 
incompetent teachers to fall back on. Therefore, teachers are often told not to use L1, for the benefit 
of their learners. However, in practice, teachers, especially non-native teachers who teach low-level 
students,  usually find that  the monolingual  approach is  rather  “ideological”  than “pedagogical” 
(ibid., 9). Whenever EFL teachers are frustrated by the situations that they are left alone to handle 
classes without the help of the MT, they cannot help wondering whether what they are often told is 
absolutely correct, and whether theory and practice is somehow disconnected.
A number of empirical studies have confirmed these doubts. For example, Dodson (1967) reported 
in his experiments with 26 primary school pupils and 130 secondary school children (aged 13-14) 
that  the  best  results  in  terms of  speed  and  quality  were  obtained when sentence-meaning was 
acquired by means of the mother-tongue equivalent spoken by the teacher and was retained by 
means of pictures. Schweers (1999) conducted a study on the use of the MT in EFL classes at the 
University of Puerto Rico, Spain. In his study a noticeable percentage of students (over 80%) found 
their MT really useful in their English classes in helping them feel more comfortable and confident, 
in  checking  comprehension  and  in  defining  new  vocabulary  items.  Similar  results  were  also 
obtained from Tang’s study (2002), which investigated the role of the MT in English language 
classrooms with 100 first-year students and 20 teachers at a university in Beijing, China. In the EFL 
classes she observed the Chinese language played a supportive and facilitating role.  The primary 
medium of  communication in class  was  still  English,  and the MT was used  only as  an aid  in 
improving the students’ English proficiency. Her observations of three classes suggest that learners 
will  tend  to  make  unguided  and  often  incorrect  translations  themselves  when  teachers  do  not 
provide them with translation of some abstract words and complex ideas. In addition, Auerbach 
(1993)  analytically  re-examines  the  issue  of  “English  only”  in  ESL classrooms and  notes  that 
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allowing the use of L1 in early ESL acquisition can critically affect later linguistic success and use 
of  both  languages  can  facilitate  the  transition  to  L2.  She  further  cites  numerous  other  studies 
arguing, “evidence from both research and practice, however, suggests that the rationale used to 
justify English only in the classroom is neither conclusive nor pedagogically sound” (ibid., 15).
Bilingual classes, where learners are exposed to English as well as to their native language, have 
both academic and social benefits. It is reported that some EFL or ESL beginners who earlier did 
not make much progress in monolingual survival English classes made rapid progress in all-round 
language abilities once a problem-posing bilingual approach was introduced into the classroom (e.g. 
Hemmindinger,  1987; D’Annunzio,  1991). Moreover,  some bilingual programs to a great extent 
enable children to avoid falling behind in school work and therefore the drop-out rate decreases 
dramatically (e.g. Klassen, 1991; Strei, 1992). In many cases, learning through the monolingual 
approach can even be a traumatic experience, especially for older learners, because they often feel 
that they are abruptly deprived of something that they are very much used to and most comfortable 
with, but now all of a sudden they have to pretend to be someone else, like a baby who has never 
learned any language before. In addition, plenty of studies indicate that, over the long run, children 
in bilingual programs will  acquire as much English as children who have been in English-only 
programs (e.g. Cummins, 1981; Ramirez et al., 1991).
The use of the MT in FL classrooms is not an either-or issue. As Butzkamm (2003:31) points out, 
“no  one  can simply turn  off  what  they already know.  We postulate  that  the  mother  tongue is 
‘silently’ present in beginners, even when lessons are kept monolingual”. Critical thinking should 
go beyond superficial indications of a complicated matter such as foreign language learning. Just 
because  many  EFL students  who  have  studied  English  for  more  than  10  years  through  the 
Grammar-translation  Method still  can’t  speak  English  when needed,  it  does  not  mean that  the 
Grammar-translation Method has no value at all (Weschler, 1997). Similarly, just because the MT 
was  often  imprudently  overused  in  the  past  and  may  still  be  overused  in  some  classrooms 
nowadays, it does not necessarily mean that effective English lessons have to be “MT-free”. In fact, 
as suggested by many studies cited in this dissertation, for L2 beginners, bilingual lessons are often 
more effective than monolingual lessons.
The Grammar-translation Method may have become obsolete,  but it  is  perhaps too arbitrary to 
assert that it  has nothing valuable to offer. Some of the techniques usually associated with this 
method (e.g. translation, contrastive analysis, cross-linguistic references) have proved still effective 
in modern language teaching. All these techniques cannot be implemented without the participation 
of the MT. “Successful learning comes about only when what is to be learned can be meaningfully 
related to something that is already known” (Rutherford, 1987:16). In this sense, L1 can indeed be a 
help rather than a hindrance in the process of L2 learning, provided L1 is used with discretion in 
well-defined techniques. The ability to acquire language  is a privileged skill.  Once a language is 
acquired through this skill, it cannot be eradicated from the memory system of the brain, although it 
may be weakened due to the absence of practice. Since the primary goal of language teaching is 
comprehension and communication, a combination of monolingual and bilingual techniques can no 
doubt deliver a better package than monolingual teaching.
Teaching bilingually does not mean a return to the Grammar Translation method, but rather a standpoint which 
accepts that the thinking, feeling, and artistic life of a person is very much rooted in their mother tongue. If the 
communicative approach is to live up to its name, then there are many occasions in which the original impulse to 
speak can only be found in the mother tongue. At the initial stages of learning a new language, the students’ 
repertoire is limited to those few utterances already learnt and they must constantly think before speaking. When 
having a conversation, we often become fully aware of what we actually mean only after speaking. We need to 
speak in order to sort out our ideas, and when learning a new language this is often best done through the mother 
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tongue (Piasecka, 1988:97).
3.2  What  Do  Neuroscientists  Say  about  the  Human  Brain  and  Language 
Acquisition?
The question of whether the MT should be included in FL classrooms is certainly not among the 
foremost interests of neuroscientists, whose research discoveries, however, are of great interest to 
applied linguists. Progress made in neuroscience about the human brain and language acquisition is 
to  some extent helping applied linguists to build up their  arguments regarding correlations and 
differences between first language and second language acquisition.
When talking about the biology of language, such as how a language is learned, processed and 
produced by the brain,  neuroscientists have divided opinions.  One group of researchers posit that 
different aspects of language (e.g. lexicon, semantics, syntax, phonetics) are learned and processed 
in distinct biocognitive networks in the brain. They have also suggested that these various linguistic 
domains or functions are separable and each one depends largely on its own biocognitive substrates 
which can operate for the most part independently from the substrates of other language functions. 
In contrast, another group of researchers assume that different aspects of language share common 
neurocognitive  correlates.  Besides  these  two  groups  of  scientists,  there  are  those  who  hold  a 
position in between. However, even within this group, scientists cannot completely agree with one 
another. For example, one view admits the existence of distinct biocognitive substrates, but argues 
that these substrates interact to such an extent that they are functionally inseparable with respect to 
their role in many language functions. Another view is that there exists a major split between lexical 
and  grammatical  abilities,  while  the  various  syntactic,  morphological,  and other  computational 
functions of grammar are all subserved by the same system (Ullman, 2006:244-245).
Over the years, a number of neuroscientists (e.g. Di Giulio et al., 1994; Bjork and Bjork, 1996; 
Ullman,  1997,  2001a,  2001b,  2001c,  2004,  2006)  have  proposed  a  framework  –  two memory 
systems – to mark the differences between the learning process of L1 and that of any other language 
learned subsequently. One of memory systems is named  declarative memory, which is rooted in 
temporal lobe structures and is implicated in “the learning, representation, and use of knowledge 
about facts (‘semantic knowledge’) and events (‘episodic knowledge’)” (Ullman, 2001b:106). As 
far as language learning is concerned, aspects of lexicon depend on declarative memory, which is 
responsible for memorising, storing and processing arbitrary sound-meaning pairings (e.g.  apple), 
word-specific information (e.g. take is a transitive verb and should be followed by a direct object), 
any unpredictable forms that a word takes (e.g. taught is the past tense of teach), and fixed complex 
phrases and sentences (e.g.  beat about the bush). The other memory system is called  procedural  
memory, which is located in the frontal cortex/basal-ganglia region of the left hemisphere and is in 
charge of the learning of new and the control of long-established, motor and cognitive “skills” and 
“habits”. As far as language learning is concerned, aspects of grammar are subserved by procedural 
memory, which is responsible for “the non-conscious (implicit) learning and use of aspects of a 
symbol-manipulation  grammar,  across  grammatical  sub-domains,  including  syntax,  non-lexical 
semantics, morphology, and phonology” (ibid., 107).
In  one’s  native  language  development,  during  early  childhood  since  infancy,  lexical  memory 
depends upon declarative memory to store word-related information, while grammatical memory 
depends upon procedural memory to construct grammatical knowledge. However, in the brain of 
those learners who start learning second and subsequent languages after late childhood or puberty, 
the  importance  of  declarative  and procedural  systems  somehow shifts.  Linguistic  forms whose 
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grammatical computation previously dependent upon procedural memory in L1 are posited to be 
largely dependent upon declarative memory in L2. Thus in L2, these linguistic forms may be either 
memorised or  constructed  by explicit  rules  learned in  declarative memory.  Moreover,  evidence 
suggests that procedural memory may be subject to critical period effects in rodents (Fredriksson, 
2000; Walton et  al.,  1992; Wolansky et al.,  1999). In other words, the sensitivity of procedural 
memory may  decline with age. In contrast,  declarative memory may actually  improve with age 
during childhood (Di Giulio et al., 1994) and begins to decline in early adulthood (Bjork and Bjork, 
1996; Kirasic et al., 1996). That is to say, as a child grows up, his declarative memory starts gaining 
strength while his procedural memory becomes relatively less sensitive. Therefore,
[...] later learners of language, particularly those exposed after late childhood or puberty, may differ in crucial 
ways  from  earlier  learners.  Whereas  earlier  learners  rely  largely  on  procedural  memory  for  grammatical 
computations, later learners tend to shift to declarative memory for the same ‘grammatical’ functions, which are 
moreover learned and processed differently than in the earlier learners. Thus the processing of linguistic forms 
that are computed grammatically by procedural memory in L1 is expected to be dependent to a greater extent 
upon declarative memory in L2 (Ullman, 2001b:109).
Although this declarative/procedural model is widely supported by empirical neuroscientific studies 
of  aphasics,  neuroimaging  of  brain  activation  patterns  and  electrophysiological  investigations, 
scientists also point out that the shift of these two memory systems between younger and older 
learners is not absolute (Ullman, 2001b). Generally speaking, younger L2 learners are expected to 
depend more on procedural memory (non-conscious and implicit learning) and less on declarative 
memory (conscious and explicit  learning) than older  learners.  However,  age of exposure is  not 
expected to be the only factor affecting both grammatical proficiency and the degree of dependence 
on  procedural  memory,  because  even  older  learners  may  show  a  degree  of  dependence  on 
procedural memory if they have had sufficient practice with the target language. Therefore, when 
teaching mature or older L2 beginners, teachers should be respectful of both their biocognitive 
needs for comprehensible input and their communicative needs for a fairly substantial amount of 
use of the language.
New evidence emerging from neuroscientific studies has indicated that learning is about making 
connections within the brain and between the brain and the outside world (Genesee, 2000). When 
the brain receives input from the outside world and when learning takes place, the connections are 
made among adjacent neurons and between adjacent and distant neurons, from simple circuits to 
complex ones and from complex circuits to simple ones. These findings carry several implications 
for FLT. Firstly, because the brain naturally links local neural activity to circuits that are related to 
different experiential domains, effective language teaching should include a focus on both parts and 
wholes. “Instructional approaches that advocate teaching parts and not wholes or wholes and not 
parts  are  misguided”  (ibid.,  4).  For  example,  phonics  and meanings  of  words  as  well  as  their 
meaningful uses can be taught simultaneously, and skills like reading and writing can be developed 
together with speaking and listening from the beginning of learning. There should be no problem 
for  learners  to  handle  multiple  tasks,  because  the  human  brain  uses  parallel  processing 
(simultaneous activation of circuits in different areas of the brain). Secondly, because the flow of 
neural activity is not unidirectional (it goes from simple to complex, also from complex to simple), 
teaching can be conducted in a more flexible way than it is traditionally thought. “Teaching (and 
learning) can proceed from the bottom up (simple to complex) and from the top down (complex to 
simple)” (ibid., 4). Learners even at elementary level can actually  take much more input than we 
often assume. Graded teaching is not necessarily more effective than exposing the learners to real-
world complex contexts right from the beginning. Genesee (2000:5) suggests that “instruction for 
beginning language learners,  in particular,  should take into account their  need for context-rich, 
meaningful environments”. Language acquisition can be best enhanced when it is embedded in real-
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life situations that learners are familiar with and that they are very likely to encounter in the future. 
Thirdly, plenty of practice is needed to reach fluency and accuracy. Because the learning process 
means the interaction of neurons in the brain, the more active the neurons are, the better learning 
results can be expected.
Researchers at Cornell University (Kim et al.,  1997) used fMRI (functional magnetic resonance 
imaging) to investigate how multiple languages are represented in the human brain. Their research 
results  indicate  that  “late”  bilinguals’ (L2  is  acquired  in  adulthood)  L1  and  L2  are  spatially 
separated in Broca’s area16 while the two languages have effectively little separation in Wernicke’s 
area17. In contrast, “early” bilinguals (L2 is acquired at a very early age) show signs of no spatial 
separation of L1 and L2 in both Broca’s and Wernicke’s areas. The findings of their study to some 
extent provide  explanations  to  some commonplace  linguistic  phenomena.  For  example,  the  L2 
pronunciation of “late” bilinguals can hardly reach native-like accent.  During the infant period, 
Broca’s area which is in charge of phonological processing is flexibly adaptable to any sounds, so 
when L1 and L2 are learned in parallel,  they both fully share Broca’s area. This is the case of 
“early” bilinguals. However, for “late” bilinguals, L2 comes into Broca’s area much later than L1 
which has already made Broca’s area only sensitive to the sounds in L1 for a long time. Due to the 
time lag and one’s natural physical development, such organs as the tongue and the throat are no 
longer  flexible enough to make some sounds in L2 very precisely.  In addition,  in both “early” 
bilinguals and “late” bilinguals, L1 and L2 seem to have no or have little separation in Wernicke’s 
area. It indicates that languages (L1, L2, L3, L4 ...) are not independently comprehended but rather 
based on a common conceptual system, no matter when the language is learned. If all the languages 
are going through a common conceptual system, then the later learned language(s) will surely be 
affected by the earlier learned language(s), conceptually. That is to say, according to the Cornell 
study, it can be biocognitively impossible to disassociate L1 from L2 learning when it comes to 
semantic processing.
Neuroscientists have also discovered that when a word is heard or seen, information always travels 
from Wernicke’s area to Broca’s area, from meaning to sound. This indeed makes sense, because 
when we encounter a new word, we naturally want to know first what it means rather than how it is 
pronounced. It may be safely assumed that the MT has already permanently “occupied” Wernicke’s 
area from our birth with a reservoir of meanings and concepts. This finding casts doubts on the 
teaching methods which try to introduce learners to a new language by bypassing their MT and 
immersing them in FL-only listening and speaking activities even before the learners understand 
what they are learning.
The  findings  of  Cornell  study  are  in  agreement  with  those  of  other  empirical  neuro-linguistic 
studies.  For  instance,  researchers  at  Stanford  University  conducted  a  study  which  examined 
semantic activations in bilingual participants who become fluent in their second language a decade 
after  the acquisition of  their  first  language but are  proficient  in  both languages.  Their  findings 
suggest  that  a  common  neural  system mediates  semantic  processing  for  the  two  languages  in 
bilingual brains. Based on their data as well as other similar studies, they confidently confirm:
In sum, we conclude from our data that learning a new language, even after the age of 10, does not require the 
addition of a new semantic processing system or the recruitment of new cortical regions for semantic processing. 
We further suggest, therefore, that neither the differential loss or reacquisition of languages in bilingual aphasic 
16 Broca’s area is a language-sensitive region of the human brain, which is located in the frontal lobe of the cortex. The “anterior” and “posterior” 
are two main parts of Broca’s area. The anterior is posited to program verbal conducts, while the posterior is thought to coordinate speech organs 
for the actual production of language (cited from Wikipedia). Broca’s area is considered the part particularly involved in phonological processing. 
17 Wernicke’s area is another language-sensitive part of the human brain, which is located on the left posterior section of the superior temporal 
gyrus.  This area of the brain is known to be involved in the understanding and comprehension of spoken language (cited from Wikipedia). 
Wernicke’s area is considered the part particularly involved in semantic processing. 
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patients nor the apparent dissociations in cortical activation seen in whole-language fMRI studies of bilingualism 
can be attributed to independent semantic subsystems (Illes et al., 1999:360).
Very recently,  psychologists  and biologists  in  Italy  jointly  conducted a  study (Proverbio et  al., 
2007), in which the organisation of multiple languages in the brain of polyglots was examined. 
They tried to find out whether different linguistic systems (L1, L2, L3, ...) are “interfering” with or 
“independent” from each other in multilingual brains. Their research data suggests that, in any case, 
the linguistic systems of different languages do not seem to be independent from each other and 
they  appear  to  be  based  on  a  common conceptual  system.  Their  findings  once  again,  from a 
biocognitive point of view, reject the independence hypothesis. In their report, a substantial number 
of other studies were also cited to suggest that “the different languages known are not separately 
implemented in  the  brain  because  automatic  access  is  given to  orthographic,  phonological  and 
semantic information even when a particular language is not being used at that moment. Obviously, 
high priority goes to the native language, especially if there are differences in proficiency between 
L1 and the other languages known (L2, L3, etc.)” (ibid., 26).
Many people might have such a surprising experience: When they are immersed in a FL for some 
time (e.g. travelling), they often have difficulty in recalling some words in their native language. 
Even some everyday expressions, which they had never forgotten, gradually grow elusive. This 
phenomenon  has  often  been  interpreted  as  a  piece  of  evidence  to  support  the  hypothesis  that 
learners can think in L2. This interpretation is often used to argue that in order to develop the ability 
of thinking in L2, learners should be totally immersed in the target language, just like tourists, and 
their MT should be excluded in their FL learning.
Can we really think in L2? The truth is: We may feel we can, but it has not yet been scientifically 
proved and cannot yet be demonstrated. One’s occasional difficulty in accessing his L1 after living 
abroad for some time may simply be a result of a higher frequency of using L2 than L1, rather than 
a significant change in the thinking process. This phenomenon of forgetting one’s L1 is known in 
neuroscience as “first-language attrition” (Levy et al.,  2007).  It  happens especially often to the 
learners whose L1 is learned much earlier and is used much more often than their L2. According to 
Green’s (1998) “inhibitory control model”, the more active one’s L1 is, the more efforts one has to 
make to suppress  or  inhibit  one’s  L1 in order  for  L2 to be produced.  As a  result,  the  more a 
language is inhibited, the more inactive it  becomes. That is why sometimes a learned language 
without being used for a period of time can be “forgotten”. Learning a new language and fluently 
producing the language will  “entail  a struggle against  interference from one’s native language” 
(Levy et al., 2007:29). This theory of language processing is in agreement with the “Competition 
Model”  proposed  by  Bates  and  MacWhinney  (1987).  According  to  this  model,  linguistic 
information from different languages needs to compete against each other in order to be produced 
when  needed,  because  different  kinds  of  linguistic  information  is  “represented  as  a  broadly 
distributed network of  probabilistic  connections among linguistic  forms and the meanings  they 
typically express” (Bates et al., 1991:125).
Whether travelling to a foreign country as a tourist or having lived abroad for many years, in most 
non-native speakers’ speech, the trace of their MT is evident. The findings of various neuroscientific 
studies  appear  to  suggest  that  it  is  very  difficult,  if  at  all  possible,  to  erase  the  influence  of 
previously acquired language(s) when learning a new language, and thinking directly in the new 
language is highly unlikely. For example, Bates and her colleagues (ibid., 125) have discovered 
from their research:
Different  kinds  of  linguistic  information  (phonological,  lexical,  morphological,  syntactic)  are  represented 
together in a common format, and the processes of mapping meaning onto form (in production), form onto 
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meaning (in comprehension) and the process of evaluating the internal compatibility of two or more forms (e.g. 
grammaticality judgement) all involve graded activation (excitation and inhibition). Decisions about what to say 
or how to interpret the input emerge through a quantitative process of competition and conflict resolution within 
this broadly distributed and richly interconnected knowledge base. [...] Simply put, this means that it should be 
very hard to eradicate Italian from Italians, Turkish from Turks, and so on, because the essential characteristics 
of one’s native language are broadly represented and deeply engrained; they do not exist in an isolated “box” that 
can be selectively dissociated [...].
All in all, language processing is an extremely complex issue, and how the human brain manages to 
learn languages is still very much an open question. Discoveries in the past and the latest evidence 
from empirical studies in the field of neuroscience tend to suggest that one’s native language and 
later learned language(s) are not processed in completely separate regions in the brain. Neurons 
sensitive to different languages are closely interconnected with one another. Above all, the native 
language, in most cases the first acquired and the most frequently used language in one’s life, is 
inevitably going to influence the subsequently learned languages, in many respects.
3.3 The Mother Tongue Controversy in China
Much debate in China about ELT pedagogy did not start until the mid-1980s. In the past, all the 
curricula, syllabuses and textbooks for all school subjects including English were drawn up by the 
central  government  in  China,  to  “ensure  educational  equality  and  control  over  the  quality  of 
education” (Hu, 2002a:33). The prevailing methodology in ELT was the teacher-centred Grammar-
translation Method, because it shared much in common with the traditional model for teaching and 
learning the Chinese language, which can be characterised as “systematic and detailed study of 
grammar, extensive use of cross-linguistic comparison and translation, memorisation of structural 
patterns and vocabulary, painstaking efforts to form good verbal habits, and emphasis on written 
language,  and a preference for  literary classics” (Hu,  2002b:93).  This method at  the time well 
served  the  utilitarian  aim of  ELT in  China  –  equipping a  new generation of  Chinese  with  the 
language skills needed for assimilating advanced scientific and technological knowledge from the 
West. Therefore, the Grammar-translation Method was well accepted, widely implemented and long 
unchallenged in China.
An attempt to move away from the traditional Grammar-translation Method was seen in the mid-
1980s, because the primary purpose of ELT in China changed. As the country further opened up, 
China needed not only scholars who are able to read English texts and translate foreign documents 
in science and literature, but also a much larger number of people who are capable of engaging in 
global  communication  and  participating  in  international  exchanges  with  an  adequate  level  of 
communicative  competence in English. After  a  ten-year-long isolation (the  Cultural  Revolution 
1966-1976) from the rest of the world, when China’s door was re-opened, Chinese researchers and 
teachers were utterly  amazed  by the progress of applied linguistics made in developed countries. 
They embraced all the developments from the West with open arms: ELT theories and academic 
works were translated; syllabuses and textbooks used in English-speaking countries were imported; 
native English speakers were invited to teach at colleges and schools; joint-venture private language 
schools were opened; international English language proficiency tests were introduced; and so on. 
Not until then did the ELT research and debate in China start.
The ELT controversy in China has been mainly focusing on the appropriateness and feasibility of 
the imported teaching theories and methods in the Chinese context. The issue of the role of the MT 
in ELT has often been touched upon, although much deeper and further  investigations are still 
needed.  Most  of  the  discussions  among  Chinese  ELT  specialists  and  teachers  centre  on  the 
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following  issues:  The  Grammar-translation  Method  versus  Communicative  Language  Teaching, 
bilingual versus English-only language teaching, and monolingual native English speakers versus 
bilingual Chinese teachers.
3.3.1 The Grammar-translation Method versus Communicative Language Teaching
The call for adoption of CLT in China was not accidental. China’s fast economic growth generated a 
massive demand for qualified speakers of English, but the existing ELT results were far from being 
satisfactory. Many university graduates in China, after over ten years of English language learning, 
could not even  make simple conversations fluently in English. Then, the question of “How were 
they  taught  English?”  was  raised.  The  answer  was:  through  the  Grammar-translation  Method. 
Accordingly, a conclusion was quickly drawn by many people: The Grammar-translation Method 
does not work, and it must be replaced.
CLT, as a collection of principles rather than a prescribed method, arose in the 1970s in some 
Western  countries.  Shortly  after,  CLT was  introduced  into  China.  CLT,  as  its  name  suggests, 
primarily  focuses  on  the  communicative  nature of  language  learning  and teaching.  This  novel 
concept and its modern design of language teaching immediately became attractive to ELT policy 
makers in China.
The fundamental differences between the Grammar-translation Method and CLT meant introducing 
a  series  of  drastic  changes  to  China’s  ELT.  The majority  of  teachers  were  sceptical  about  the 
acclaimed success that CLT was going to bring to their teaching. They could not help suspecting 
that this reform would be nothing new but a new version of the old trick: Putting the old wine in a 
new bottle – the essence remained the same. Their scepticism was not without good reasons. In the 
past, between 1956 and 1982, over a period of twenty-six years, seven nation-wide syllabuses had 
been  produced  and  introduced  into  English  language  classrooms.  Each  time  when  a  political 
movement was launched, an educational reform would be promoted and a new teaching method 
would  be  introduced  with  enthusiastic  fanfare.  Every  reform  promised  a  get-away  from  the 
stereotyped educational models, but in the end innovation unexceptionally surrendered to tradition: 
Teachers  were  still  the  dominant  knowledge-deliverers  while  students  were  still  the  passive 
receivers. After all, a grammar-oriented, text-based, teacher-centred classroom etiquette had been in 
effect in China for so long that it was already too deeply rooted in the curricula, textbooks, and 
people’s educational thinking. Although everybody believed that a real reform was urgently needed, 
few believed that it would materialise in the foreseeable future.
In the debate on whether CLT should be adopted in China’s ELT, there were two distinct views. 
“One view was that CLT was not feasible because of China’s specific conditions. The other view 
was that CLT could solve the educational problems and meet China’s needs. With regards to these 
views, the  SEDC (State Education Development Commission) took a favourable attitude towards 
CLT and at the same time suggested methods to overcome the resistance to CLT” (Liao, 2000). The 
government was also fully aware that it was not sensible to take drastic measures to bring changes 
in such a vast country. Therefore, an eclectic approach was recommended – “teachers were required 
to use CLT as a method while accepting elements of the traditional method” (ibid.). In 1992 the 
SEDC introduced a communicative syllabus, in which it clearly says that “English should be used in 
class” and “use of translation should be limited” (ibid.).
However, two decades after the debate first started in China, CLT has made relatively little and slow 
impact  on  what  actually  happens  inside  EFL classrooms.  CLT still  faces  huge  scepticism and 
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stubborn resistance from Chinese teachers as well as learners. As Hu (2002b:94) describes,
In spite of the efforts and resources expended, numerous Chinese teachers and learners of English do not seem to 
have gone through any fundamental changes in their conception of effective language instruction and in their 
daily practices. That is, CLT has not received widespread support and the traditional approach is still dominant in 
many a classroom. Although many teachers claim to be followers of CLT, this is often a matter of paying lip-
service. In actuality, there has been resistance deep down to CLT since its very introduction.
The reasons for this resistance are many.  First of all, strictly speaking, many Chinese teachers of 
English are not communicatively competent in the target language. CLT differentiates itself from 
other  teaching  theories  by  putting  “communication”  first.  If  teachers  want  to  teach 
communicatively,  they  need  at  least  two  things:  Communicative  language  skills  in  the  target 
language and communicative teaching skills. English language teachers in China often lack both. 
Understandably, most of them are unwilling to change because their English proficiency does not 
enable them to change, at least in the short term. They “know” a lot about the grammar and rules of 
the English language, but talking in English makes them feel nervous and insecure. When they 
teach, “they are teaching to the limits of their knowledge of English, so it is very threatening to use 
methods that allow for unpredictability” in their teaching (Wang, 1999:46).  Many teachers lack 
basic communicative skills in English, as a result,  they often resort to the Chinese language to 
ensure students’ understanding of the rules and analysis. “Communication in the target language 
would only mean getting away from the meticulously prepared lecture and bringing up questions 
the teacher is unable to handle with confidence” (ibid., 46). Thus, most teachers will try to avoid the 
defeat  and play safe  by sticking to  the tradition of  MT-dominated ELT rather  than try out  the 
communicative approach in the target language. In addition, the way in which the MT is used is, in 
most cases, neither skilful nor careful.
Lack of teacher training is another main reason that obstructs the implementation of CLT in China. 
Cheng and Wang (2004) conducted a study with 47 in-service secondary teachers of English who 
were attending a teacher training program in a Teacher College in northern China. A majority of 
them had only a three-year college education and had been teaching English for more than ten 
years. This is a typical group of English teachers in China, who started to learn English during or 
after adolescence through the traditional Grammar-translation Method. Despite their lack of formal 
teacher training and their general inadequacy of proficiency in English, they are still  the major 
teaching force in China’s secondary schools. When asked in a questionnaire what they want to learn 
most about ELT, 84.8% of them ticked “Communicative Language Teaching” as their first choice. 
Clearly, if teachers are not well informed about a theory, they can hardly put it into practice. From 
this percentage, we can probably get a good sense of how much CLT is influencing grass-roots 
teachers’ everyday teaching practice, how well CLT is being adopted, how far it is changing the 
traditions in ELT in China, and how big the gap is between the promotion of CLT in educational 
policies and the implementation of CLT in actual practice. Without proper training, “teachers often 
misapply  it  to  practice  English  in  artificial  situations  or  in  noisy  group  work  with  shallow 
understanding” (Leng, 1997:40), which has resulted in failing to make the expected impact on ELT 
in China.
In addition,  from a historical  point  of  view,  China’s  traditional  ELT approach has  been deeply 
rooted in its  educational  system. Changes in didactics will  first  require a significant  change in 
people’s perception of teaching, which may take a long time to achieve. As Tang and Absalom 
(1998:124) note,
At the individual level an important pragmatic support of the conventional approach to EFL teaching in China is 
that such an approach has been in place for a long time. Many people have been trained in it and they have 
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philosophical, professional, economic, and emotional commitments to its form and function. Millions of Chinese 
have  learned  to  read  and  write,  and  to  speak  with  varying  degrees  of  effectiveness,  in  English  using  the 
traditional approach to EFL. Hundreds of thousands of EFL teachers have been “successful”, according to their 
criteria, and are familiar with this approach. It  is cheaper,  more convenient,  less time consuming and more 
accepted than any other  approach currently known by many Chinese.  Attempts  to  change methods  of  EFL 
teaching in China will therefore require attention to those cultural, historical, economic, political and personal 
supports for the traditional pedagogical approach.
Therefore,  despite  the  modifications  made  now and  then  to  enhance  both  the  quality  and  the 
quantity of the teaching items and the importation of current teaching ideas from the Western world, 
“the traditional teaching approach of ‘teach and listen’ and the deep-rooted learning style of ‘read 
and memorise’ remained much the same” in English language classrooms in China (Ng and Tang, 
1997:63).
Taking an easy way out may not be the best solution to deal with a complicated ELT situation as in 
China,  a  situation  full  of  varieties  and  complexities.  More  and  more  Chinese  researchers  and 
teachers  have  gradually  realised  that  the  combination  of  the  traditional  Grammar-translation 
Method and modern CLT, with the acceptance of using both the target language and the MT in 
English language classrooms, may be the only workable way out (Wei, 2004). Some of them further 
suggest that “rather than impose CLT, or for that matter, any particular methodology on teachers, a 
more rational and productive stance to take is to encourage them to adopt an eclectic approach, and 
draw on various methodological options at  their disposal  to meet the demands of their specific 
teaching situations” (Hu, 2005:67).
3.3.2 Bilingual Language Teaching versus Monolingual Language Teaching
Among the majority of  policy makers and teachers  of  English in China,  there is  a widespread 
misinterpretation  of  CLT:  CLT  is  all  about  communication,  and  communication  is  all  about 
speaking  and  listening. Based  on  this  understanding,  in  many  English  language  classrooms  in 
China, grammar teaching seems unnecessary and is therefore abandoned; the MT becomes useless 
and is avoided; translation exercises are no longer needed and are replaced by such activities as 
games, role plays and “tasks”; and native English teachers are considered much better than non-
native English teachers, because native English teachers do not speak the students’ MT and thus the 
“English-only” teaching environment can be best guaranteed.
In recent years, in many Asian countries (especially in “officially” monolingual countries such as 
China, Japan and Korea) pressures are rising on English teachers to teach through English only. The 
monolingual  approach  suggests  that  “the  target  language  ought  to  be  the  sole  medium  of 
communication, implying the prohibition of the native language would maximise the effectiveness 
of learning the target language” (Tang, 2002:36). The official policy at most public and private 
schools is “No MT, English only”. For example, when questioned about the rationale behind the 
policy, some Japanese officials replied (Klevberg, 2000),
If we are preparing students for a trip abroad or a home stay, how many people that they come in contact with in  
the US, Canada, or wherever, will be able to “help” them in Japanese when they don’t understand? Therefore, I  
don’t think we should “help” them with Japanese in the classroom.
This is not a view held in Japan only. It is widely shared by Chinese officials as well. When China 
opens her door to embrace all the advancements from the West, the concept of “teaching English 
through English” is also welcomed by many with enthusiasm and without doubts.
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Frustrated by the poor performance of Chinese learners of English, many Chinese people blame the 
Grammar-translation Method and the overuse of the MT in ELT as the root cause of the problem. 
The “English-only” approach, completely opposite to the traditional teaching model,  is  seen by 
many as  the solution for Chinese learners of English. Currently, there is an increasing number of 
Chinese  schools  carrying  out  a  loosely  enforced  “English-only”  policy.  It  is  loosely  enforced 
because in principle English should be the only language to be used in ELT, while in reality many 
“EFL teachers  working  with  monolingual  students  at  lower  levels  of  English  proficiency  find 
prohibition of the mother tongue to be practically impossible” (Tang, 2002:37). They often have to 
break the rules by using L1 in their L2 teaching, but with a sense of uncertainty and guilt. “English-
only” is firmly believed by many policy makers as well as by some teachers in China to be the best 
language environment for students to learn the target language,  because they think as long as the 
students are physically exposed to English, the learning process will be automatically activated. 
Students under “English-only” instruction are assumed to be able to learn English faster and to have 
better performance. Therefore, the MT in general, grammar teaching and translation exercises in 
particular are expelled from EFL classrooms in China, because they are viewed as a hindrance to L2 
learning.
However, some Chinese teachers of English disagree. They oppose the “English-only” policy, not 
because they are not proficient in the English language, but rather because they are fully aware of 
the deficiencies of this monolingual approach, and they believe that appropriate grammar analysis 
and  limited  translation  are  essential  and indispensable  for  low-level  Chinese  students.  As  Rao 
(2005:27) argues, 
Although the grammar-translation method is out of favour, students accustomed to this method may still derive 
benefit from it. For example, Chinese students generally show great interest in language structures and linguistic 
details when they are learning a language. [...] Therefore, in teaching English to Chinese students, appropriate 
grammar analysis is essential, especially for beginners. Limited utilization of translation from or to the target 
language is an indispensable part of teaching. [...] But instead of teaching grammar traditionally and drilling 
grammar patterns,  teachers need to relate teaching grammar and pattern drills  to meaning and use. In other 
words,  language  structure  practice  should  be  used  in  contexts  that  involve  some  basic  principles  of 
appropriateness. This is the exact area that the traditional EFL teaching has long overlooked – teaching English 
for a communicative purpose.
As in many other countries, English teachers in China have often been told not to use L1 in their 
classes, but have never been told when and how to use it to benefit their students. The primary 
reason  for  avoiding  L1  is  the  assumption  that  the  use  of  L1  will  inevitably  reduce  students’ 
exposure to L2, which is widely believed to impede the learning process. Over the last few decades, 
a trend of re-evaluating the positive role of the MT has been seen in the West. In line with this trend, 
some  Chinese  researchers  and  teachers  (e.g.  Lai,  1996;  Lin,  1990;  Ji,  2002;  Tang,  2002)  also 
suggest that dogmatically avoiding the use of the MT can be as harmful as overusing it.
Recently, some innovative EFL teaching approaches have appeared in China’s English classes, one 
of which is “the bilingual method” (Zhou, 2003).
Unlike traditional EFL teaching, where teachers resort to the use of Chinese when they need to explain meaning, 
or  clarify instructions or  grammatical  points,  teachers of  the bilingual  method use Chinese to stimulate  the 
English equivalents from pupils. In fact, they switch between Chinese and English in almost everything they say 
not for the purpose of translation but to reinforce the formation of a bilingual situation.
In this bilingual method, the MT is used in a parallel manner – “one is in oral interpretation of 
meaning during the teacher’s instruction, and the other is in the written text as parallel translation 
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for English” (ibid.). Although this bilingual method used in early EFL classrooms in China was 
developed on the basis of Dodson’s (1967) bilingual method, the bilingual method in China “is 
notably different from its prototype in the use of bilingual English-Chinese textbooks, as, in the 
original  model,  teaching  materials  are  monolingual  in  the  foreign  language  (L2)  only”  (Zhou, 
2003). That means, learners at elementary level, are from the beginning of their learning provided 
with dual supports – aurally (the teacher’s bilingual talk) and visually (the bilingual presentation in 
the textbook) – to maximise comprehensible input.
This bilingual method has been piloted in some schools in China for a couple of years, and the 
outcome has been encouraging (ibid.). Learners’ all-round language competence has been improved 
significantly. They no longer need to waste their time in guessing meaning, and the comparison and 
contrast  between  their  MT and  the  target  language  seems  to  have  considerably  enhanced  the 
efficiency of teaching and learning.  (There are also some other successful examples of bilingual 
teaching in EFL classes in China. See details in Chapter 5, 5.1 Sandwich-story Method and 5.2 
Chen Lei English.)
3.3.3 Monolingual Native English Speakers versus Bilingual Chinese Teachers
One  of  the  consequences  of  the  “English-only”  policy  is  the  large-scale  importation  of  native 
English-speaking teachers. For the majority of Chinese teachers of English, it is a big challenge to 
teach English through English only. Even if some of them are able to handle the “English-only” 
lessons well, they sometimes still worry whether their English is grammatically correct, whether 
their English has a strong Chinese accent, whether the L2 input they offer is ideal for their students, 
and so on. Out of the same concerns and also out of the determination to provide students with the 
“best  possible  language environment”,  some school  authorities  in  China  start  to  seek help and 
assistance from overseas by employing native English speakers who can speak nothing else but 
English, so as to guarantee to the maximum the “English-only” teaching environment.
A report in the People’s Daily (one of China’s most authoritative newspapers) describes the massive 
recruitment of native speakers as follows:
Two decades ago, foreign teachers were only permitted to work in universities and a handful of foreign language 
schools. They came to China as visiting scholars or in exchanges arranged by education authorities. Today, they 
can be found working at almost  every university across China,  and in some big cities,  such as Beijing and 
Shanghai, foreign teachers work in high schools, elementary schools and even kindergartens. In many of the 
privately-owned foreign language schools, small classes and individual tutorials with foreign teachers are highly 
sought after (People’s Daily Online, 07/09/2006).
When the demand is soaring, while the supply is short, some problems can easily be created by the 
carelessness of human beings. This proves to be true in China’s current ELT profession.  Over the 
past two decades, due to the unprecedented interest among Chinese people in learning English, the 
recruitment threshold for foreign teaching staff in China has been markedly altered and arguably 
lowered:  From  at  first  “native  English-speaking  experts”,  to  later  “native  English-speaking 
teachers”, then followed by “native English speakers”, and now in some places, the qualification 
requirements are down to “anybody who looks foreign, speaks fluent English, and likes to teach in 
China”. An incomplete statistic shows that some 100,000 foreign teaching staff  are working in 
China at present (People’s Daily Online, 23/05/2006). However, no statistics so far have shown that 
how many of them are qualified English teachers. They come to China for different purposes and 
for various reasons. Many of them are more interested in gaining a different life experience than 
earning money. Although the average cost of living in China is much lower than that of in the West, 
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the average salary for foreign teachers in China, even in big cities, is only about €500-€700 per 
month, far less than what they can earn in their home countries. This salary is certainly not going to 
be very attractive for most qualified EFL teachers.
There is a traditional and general viewpoint in China that teaching does not require professional 
training. As long as one has the knowledge, he is automatically qualified to teach. For instance, if 
somebody “knows” English,  he is  expected to know for  sure  how to teach English,  and he is 
qualified  to  teach  accordingly.  This  is  basically  the  main  reason  why  so  few  teacher  training 
programmes are offered in China. The same rule also applies to the foreign teachers working in 
China. Thousands of native English speakers rather than native English teachers are recruited to 
teach in China’s booming ELT industry.
The erroneous belief that “good language speakers make good language teachers” to a great extent 
results  from the  misunderstanding  of  FLT.  Native  English  speakers  are  often  considered  ideal 
English  teachers  owing to  their  command of  English.  However,  one  issue  always  needs  to  be 
addressed  is  that  “speaking  a  language  does  not  necessarily  bring  an  innate  awareness  of  the 
language and/or the ability and skills to teach it” (Celik, 2006:374). This is because native speakers 
usually “do not consciously know any grammar and cannot produce any rules of grammar without 
study and thought, but they do have a language competence which is subconscious and allows them 
to  generate  grammatically  correct  sentences”  (Hammer,  1991:13).  This is  not  difficult  to 
understand, if we simply ask ourselves: How many of us can confidently teach our native language 
without a period of formal study and training?
Some schools and private courses often use “foreign faces” as a strategy to help increase enrolment, 
and many foreigners who are not EFL teachers and have never received any teacher training often 
use teaching as a sideline of their life in China, thus learners usually become the dupes of the whole 
deal.  Especially for the young learners who have never  seen any foreigners in real  life  before, 
watching their foreign teacher jumping around the classroom or making faces is a very exciting 
thing.  However,  after  learning  with  foreign  teachers  for  two  or  three  semesters,  their  English 
proficiency is still rather low, which is no longer a very exciting thing for their parents. Parents in 
China raise their eyebrows and can’t help asking, “Do the so-called ‘foreign experts’ really know 
how to teach?”
An article entitled “Chinese parents seek standards for foreigners teaching in China” appeared in a 
well-known Chinese newspaper  The Life Times in 2002 (02/05/2002). The article describes that 
with the influx of “foreign teachers” into English language classrooms in China, many Chinese 
parents start wondering “whether these foreign teachers know about pedagogy”, because “they find 
the foreign teachers have no newer or better teaching methods except reading entirely from the 
text”. Many students have shown no obvious improvement in their English, because they often do 
not understand what the teacher is talking about and they do not speak much in class either. To get 
first-hand information, the reporter attended a regular English class taught by a foreign teacher at a 
middle school in Beijing. What she saw was the following scene: Almost all students had portable 
electronic bilingual dictionaries in their hands. They were busy with looking up words with their 
little translation machines while the foreign teacher kept encouraging them to talk. But the students 
were often too shy to talk English in class, because they were afraid of losing face in front of the 
teacher and their peer classmates.
In recent years, a mismatch has been noticed between the teaching style of Western teachers (even 
though they are qualified TEFL teachers) and the learning style of Chinese students (Rao, 2001). 
This mismatch usually comes from the underlying assumptions about CLT held by Western EFL 
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teachers in contrast with the expectations of Chinese students about “good” teachers and “good” 
language teaching (Rao, 2002). It often results in communication barriers and misunderstandings 
between teachers and students, and unsatisfactory teaching and learning results.
This problem has attracted the attention of some school authorities in China who start to re-evaluate 
their fellow teachers. In terms of English language proficiency, Chinese teachers of English surely 
have no advantage over native English teachers. Nevertheless, Chinese teachers of English have the 
knowledge of the MT of their students, the same cultural background and similar English language 
learning experiences, all of which most foreign teachers do not possess. After all, despite the rising 
recruitment of foreign teaching staff, Chinese teachers of English make up more than 90% of the 
English teacher population in this country. Whether financially, culturally, or pedagogically, it is a 
vast and valuable human resource which should not be underrated.  However,  Chinese teachers of 
English need to improve two things urgently:  Their  English language proficiency and teaching 
skills. In fact, some pre-service teacher training, in-service teacher refresher courses, and foreign 
exchange programmes gradually become available in China. By 2003, in Shanghai alone, about 
11,000 young and senior teachers of English at primary and secondary schools have participated in 
refresher  courses  in  language  teaching  and  learning,  and  between  1,500  and  1,800  prominent 
teachers have received ELT training abroad (Hu, 2002a).
3.4  Chinese  Teachers’ Perceptions  of  Using  the  Mother  Tongue  in  English 
Language Teaching
In 1986, a survey study was conducted, under the auspices of the State Education Commission, on students from 
139 secondary schools in 15 provinces. The study revealed that the general level of English proficiency was 
rather low, although the students surveyed had studied English for years (Hu, 2002b:103).
Chinese EFL students are usually strong in grammar and vocabulary and adept at doing tests. In terms of spoken 
form, they are said to have contracted the deaf-and-mute disease, [...]. A recent illustration is a news report which 
says that a number of MA graduates from Nanjing University failed in their  application for an ideal job in 
government agencies and joint ventures simply because they could not cope with the job interview in English. 
But they had learned English for 10 years! (Wang, 1999:48)
Most of us begin studying English at 12 or even younger. By the time we graduate from the university, we have 
studied English for over 10 years. However, the result is awful. Many students can say nothing but some simple 
phrases. Even for some English majors,  writing an article in English also means nothing other than making 
countless mistakes (Deng 2000, cited in Teng et al., 2004:37-38).
There seem to be a flood of such statistics, comments and complaints as the ones quoted above, 
from frustrated Chinese government officials, teachers, students as well as their parents. After years 
of learning English, the overall language proficiency of many Chinese graduates is deplorably low. 
Many people have noticed this educational crisis: An enormous amount of time and effort brings 
about  unsatisfactory  learning  results.  Unfortunately,  few  come  up  with  practical  and  feasible 
solutions. What has gone wrong?
It  is always easy to blame the teachers,  who are supposed to be responsible for their students’ 
learning progress. Very few people would deny that poorly-prepared teachers are the main cause of 
the poor  academic performance of  the learners,  because a  language teacher’s  teaching method, 
language  proficiency,  working  attitude,  among  many  other  things,  will  all  account  for  the 
improvement of the language abilities of his students. However, if the problem is examined more 
closely and more rationally, it may not be at all as simple as it appears.
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3.4.1 General Views over Using the Mother Tongue in English Language Teaching
In  China,  the  medium  of  instruction  in  English  language  classrooms  was  not  a  particularly 
controversial issue before CLT was introduced into the country in the 1980s. As stated before, the 
Grammar-translation Method was so long and so widely employed that such questions as “Should 
the MT (Mandarin Chinese in most cases) be used in ELT?”, “How much should it be used?” and 
“In what ways should it be used?” were seldom asked in China.
In general,  teachers from different  regions and different schools appreciate the incentive of the 
government to  reform ELT, and they also  show a fairly  good understanding of  the guide-lines 
specified  in  the  syllabus  and  the  new  method  promoted  in  the  new  textbooks.  However,  this 
appreciation can neither help them reduce their anxieties nor help them solve various problems in 
the process of adapting to the new teaching approach. One of the principles of CLT – to maximise 
students’ exposure to the target language – is too often misinterpreted as using the target language 
only. “The widely advocated principle that the native language should not be used in the foreign 
language  classroom,  makes  most  teachers,  experienced  or  not,  feel  uneasy  about  using  L1  or 
permitting its use in the classroom, even when there is a need to do so” (Tang, 2002:37).
Ng and Tang (1997) wrote a report regarding the needs of English teachers in the process of ELT 
reform in China.  They conducted interviews with nearly twenty teachers from one key18 junior 
secondary  school  and  three  ordinary  ones  in  Shanghai.  Their  study  shows  that  among  all  the 
interviewees only the ones from the key school find the new syllabus in line with their existing 
teaching approach, while the rest of the teachers think “the new textbooks are inadequate in dealing 
with grammar and they have to provide supplement for grammar explanations and extra reading 
materials”, and for some of them the textbooks are “extremely disorganised in terms of teaching 
grammar” (ibid., 76). Whether or not the teachers’ views are completely objective, one thing needs 
to be pointed out: Shanghai has always been, throughout history, the heart of China’s economy and 
the forerunner of China’s modernisation. In terms of teaching facilities and teachers’ qualifications, 
Shanghai has no doubt the best resources in China. But, if the teachers in Shanghai have so many 
difficulties in implementing the new teaching approach, then, it is not too difficult to imagine the 
teaching situations in other parts of China.
According  to  the  report,  teachers  from  ordinary  schools  in  Shanghai  are  faced  with  various 
problems  in  adopting  the  new  approach.  Above  all,  teachers  find  it  difficult  to  organise 
communication-based teaching which is quite different from the Grammar-translation Method they 
traditionally  use.  These problems are clearly  pinpointed by Ng and Tang (1997:76-77)  in  their 
report.
Teachers either don’t know how to “dramatise” the lesson in order to create situations for communication, or feel 
frustrated about the unsystematic arrangement of the textbook content. Under the  system of elite education in 
China, teachers see their primary goal in teaching as to prepare students for public examinations so that they can 
strike for a good chance in the keen competition for higher education. They find themselves facing the dilemma 
of satisfying students’ needs for examination preparation and for communication skills in real life situations.
“If English classes are conducted in English only, learners will learn faster and better”. This is the 
wishful thinking of many school heads in China. But, what is being overlooked here by the people 
18 In China, at every level of education there are “key” schools.  At the compulsory level, there are magisterial/municipal key schools, which are 
followed by magisterial/municipal/provincial key high schools, and then come the municipal/provincial/national key universities or institutes. 
These “key” schools or institutes always enjoy the priority funding as well as the privilege of recruiting the best students. The acceptance by key 
schools is based on students’ examination scores as well as their academic potentials. The rationale behind the “key” concept is assumed to give a 
limited number of schools and institutes the priority of allocating the limited teaching resources. The graduates from key universities or institutes 
are in general more welcomed by employers.
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who hold this view is the FL proficiency level of the learners. This statement may be partly true if 
the learners are at advanced level, whereas it is normally not the case for beginners who learn the 
language only several hours per week. So, the  wishful thinking of the authority is one thing, and 
teachers’ teaching practice in reality is quite another. In fact, teachers in so-called “English-only” 
schools still keep using Chinese in their teaching, but in varying proportions. Especially “when they 
teach  only  elementary  English  learners  who  cannot  cope  with  total  immersion  in  the  target 
language”, many teachers “find it hard to seek a balance between the wish of providing students 
maximum language exposure and the realistic need to make students understand the lesson” (Lai, 
1996:91).
In 2005, I carried out small-scale empirical research in Northeast China, which aimed to examine 
the role of the MT in ELT. The research was conducted in two junior secondary schools, which both 
were key schools in the local area and the English teachers there were required to use only English 
in their teaching. Twenty-two questionnaires (see Appendix VII) were distributed and returned. Two 
teachers and one official of the local educational bureau were given interviews. During and after the 
interviews, the teachers repeatedly said, “I’d like to follow the school policy and avoid using the  
mother tongue in my class, but it doesn’t always work”; “In theory English should be used as much 
as possible, but in practice, it’s very difficult to stick to the rule. It’s really easy to say, but hard to  
do”; “I’m trying to use as much English as I can in my classes, but I won’t hesitate to use Chinese  
when it can help my students understand better”. 
When asked about the feasibility of the “English-only” policy, even the government official frankly 
admitted  that  the  policy  should  be  followed  with  a  certain  level  of  flexibility,  especially  for 
beginners.
“English-only” is being experimented with in a number of pioneer areas and schools, however, it’s still a long  
way off and a lot of preparatory work still needs to be done before it’s fully implemented in mainstream schools. 
This approach can only be effective when the learners’ English has reached a certain level. After all, Chinese  
learners  are not  learning English in  early  infancy and they’re learning English in a  non-English speaking 
country. In cities, most of our learners start learning English around the age of 7 or 9, while in the countryside  
around the age of 10 or even a bit older. At this age, children’s native language has formed into its basic shape.  
The native language is the only communicative tool in their daily lives and they use it everywhere everyday. Now 
if a teacher comes and tells them to use a foreign language to communicate without the help of their native  
language which they are so familiar with, I suppose, the teacher is very unlikely to succeed. But I do support the  
approach of “English only” for the learners at intermediate or advanced level.
We do not need to look far to get supportive evidence. English language education in Hong Kong is 
facing very similar problems. Although Hong Kong is now politically a region of China, its social 
systems  including  education  are  much  more  similar  to  Western  models  than  to  the  models  in 
mainland China, because it was a dependent territory of the United Kingdom before the transfer of 
its sovereignty to China in 1997. Even in such a region, the choice of language instruction is still a 
controversial  issue.  “There is an increasing tendency towards more use of the first  language in 
English language classes especially when the English standard of Hong Kong students has gone 
down in the past decade” (Lai, 1996:91). Teachers regard mixed-code teaching as “a valid survival 
strategy in difficult situations” (Hong Kong Education Commission 1994, cited in Lai, 1996:91).
Lin (1990) conducted a study in Hong Kong with four teachers from four different junior secondary 
schools of different academic strengths. Five class sessions were tape-recorded. Each class had 35 
to 40 students on average. A large amount of detailed transcription and analysis of the recordings 
were provided in her report. Based on her classroom observation and discussions with the teachers, 
Lin explains that many of the teachers choose to teach in two languages, because they are placed in 
a dilemma. On the one hand, they are faced with the demand for maximising the use of English. On 
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the other hand, they need to make sure that their students understand what they say so that they can 
be readily involved in learning tasks. Without sacrificing one for the other, the teachers decide to 
teach bilingually.
Teachers in Lin’s study demonstrated a great deal of variability in their language choice as well as 
in their alternation between L1 and L2, across schools, classes and lessons. Interestingly, despite the 
variability in their actual practice, all teachers in her study expressed that they should ideally use 
English only.
Evidence from Dash’s (2002) study also shows that many Asian teachers feel quite limited in their 
ability  to  deliver  what  they  feel  is  acceptable  classroom  English,  both  qualitatively  and 
quantitatively. This is partly because they lack systematic and professional training in classroom 
English, and partly because they are living in a non-English speaking society in which the English 
environment is not ideal for learning the language. It can also be a confidence problem to conduct 
lessons in English only. Last but not least, the whole examination-driven educational system and the 
relatively small  proportion of  the  oral  exam within  the system does  not  motivate  teachers  and 
learners to invest a significant amount of time and effort to improve their English speaking ability.
3.4.2 In Which Circumstances Is the Mother Tongue Used?
Some Western researchers who are in favour of the intelligent use of the MT in FL classrooms have 
suggested that teaching with the MT under some specific circumstances is more beneficial than 
without. Dodson (1967) suggested that the application of the MT during meaning conveyance and 
bilingual pattern practice can not only enhance pupils’ oral proficiency in FL learning, but also give 
them an opportunity to learn how to switch from one language to the other. Butzkamm (1980, 1998, 
2001, 2002a, 2002b, etc.), inspired by Dodson’s Bilingual Method, further develops this method by 
extending the MT use into many other classroom activities, e.g. reading, story-telling, translation, 
mirroring. Butzkamm’s examples clearly demonstrate that the judicious use of the MT does not at 
all  interrupt  the  flow  of  learning;  on  the  contrary,  using  the  MT  carefully  can  maximise 
comprehensible  input  and  enhance  understanding  and  communication  between  teachers  and 
students. He also points out that these goals can only be achieved by employing the MT selectively 
and properly, certainly not by using it indiscreetly and randomly.
As mentioned above (in section 3.4.1), Lin (1990) conducted a relatively small-scale study in Hong 
Kong, with four teachers from four different schools. An interesting teaching practice, which is not 
very  common  in  English  language  classrooms  in  China,  was  noticed  in  Lin’s  study.  Sample 
sentences, vocabulary, and grammar, are often first presented in English, then are elaborated in L1 
and once again in English. For example, in vocabulary teaching, a typical format is as follows 
(ibid., 116-117):
a. Teacher asks for the meaning of English lexis (in English)
b. Students propose Cantonese equivalents or explanations (in Cantonese19)
c. Teacher evaluates students’ proposals (in English or in Cantonese), and gives follow-up elaboration and/or 
exemplification (in English)
Apparently,  this  “sandwich” format  (L2-L1-L2) is  used here to  take good care of  the  learning 
process by providing students not only with maximum exposure to the target language but also with 
comprehensible input as well as consolidation. In her report, Lin also makes this point clear (ibid., 
19 Cantonese, a major dialect of the Chinese language, mainly spoken in the South of China, including Hong Kong and Macao. It is also widely 
used in Southeast Asia as well as worldwide by many overseas Chinese of Guangdong and Hong Kong origin. 
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116):
It is unlikely that these patterns have evolved only by accident. Rather they seem to reflect the teacher’s response 
to some conflicting demands on her. On the one hand, they reflect her attempt to fulfill  the requirement of 
teaching L2 grammar in L2; that explains why she always presents the examples and teaching points in L2 first 
and last. On the other hand, they reflect her attempt to ensure thorough understanding of the teaching points by 
reiterating and elaborating them in L1 between the L2 initial and final presentations (the L2-L1-L2 sequence).
Regarding the  occasions  on  which  the  MT is  used,  the  teachers  in  Lin’s  study share  much in 
common with the teachers in some previous studies (e.g. Wong-Fillmore, 1980; Guthrie, 1984): The 
MT is often used to convey the meaning of vocabulary and abstract concepts, to clarify and explain 
rules and structures, to check students’ understanding, and it is also usually used as a handy measure 
to  maintain  classroom  discipline,  to  encourage  responses  from  students,  to  talk  to  individual 
students, to help weak students, to save time, etc. In addition to these purposes, Lin also found that 
L1 is often used as an effective marker of boundaries between teaching (in L2) and classroom 
management (in L1), between the role of a teacher (in L2) and the role of a friend (in L1), and 
between talking to the whole class (in L2) and talking to an individual student (in L1). In addition, 
translation exercises are often used by the teachers in Lin’s study. These teachers “are constantly 
involved in a process of decision-making, choosing any combination of communicative means that 
they judge to be the most effective and appropriate for the current situation and task” (1990:120).
Somewhat different from the cases like the above, some reports also reveal that the MT in most 
situations serves as a straw to clutch at. For example, in her research report “Eight case studies of 
classroom discourse in the Hong Kong secondary English class”, Pennington (1995, cited in Lai, 
1996:92)  points  out  that  teachers’ motives  to  use  the  MT  mainly  come  from  their  needs  to 
compensate for the inadequacies of students (low language ability, low motivation, poor discipline) 
as well as the inadequacies of teachers (lack of preparation, lack of knowledge of subject matter, 
inadequate language proficiency, lack of interest), and some teaching constraints (difficult lesson 
content, lack of time to cover the syllabus).
Lai (1996) also carried out an empirical study at upper primary and junior secondary schools in 
Hong Kong, examining the situations in which L1 is resorted to. Her study produced very similar 
results to Pennington’s (1995). L1 (Cantonese) was used mainly – “when communication broke 
down, or when the teaching plan was being jeopardised by low motivation, low ability and poor 
discipline of the students” (Lai, 1996:93) – for compensatory purposes. Below are some examples:
I couldn’t finish my lesson plan. I had to finish what I planned in the next lesson. Sometimes, I was a little  
anxious, therefore, I switched to Cantonese. (Teacher C, April 20, 1994)
When explaining how to do the pair work, I used English. At first, I thought it might be better not to switch, so I  
continued to use English. However, it was not so effective. Maybe it would have been better if Cantonese was  
used. I felt a bit unhappy about that. (Teacher A, May 24, 1994)
I think when I used Cantonese in class, the lesson went more smoothly and pupils felt more interested, so they  
naturally gave more feedback. Even those inattentive ones could also understand what I was saying. (Teacher D,  
May 5, 1994)
However, despite its practical uses, the teachers in Lai’s research are rather cautious about using L1, 
and they try to avoid it whenever they can.
When explaining the word “handcuffs”, I wanted to use Cantonese. But finally didn’t because I thought if I told  
them the person who uses the handcuffs and the use of them, they will still be able to understand. (Teacher A,  
May 12, 1994)
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A boy didn’t understand the phrasal verb “look after”. He asked me for the Chinese translation. At that moment,  
another  boy  shouted  out  the  meaning  in  Cantonese.  I  nodded  and  said,  “Yes!”  So  the  boy  understood 
immediately. (Teacher C, April 29, 1994)
Although Cantonese was used, at least I let the students know that I, as a teacher, will insist speaking English  
myself, so they cannot rely on my Cantonese instructions or explanations. (Teacher B, May 10, 1994)
Because all the teachers in Lai’s research are pre-service English teacher trainees, they appear to be 
inexperienced and easily become panic-stricken when difficult  situations arise.  Lai  noticed that 
among the four teachers, three of them use more than 30% Cantonese in English classes. For them, 
the MT is usually an immediate solution rather than a “survival” strategy. The more immediate the 
need is, the more likely the MT will be grasped to cope with difficulties. A puzzled look, a request 
for clearer explanations, and disruptive classroom behaviour can all  easily drive the teachers to 
resort to the MT.  For these purposes, the MT is usually easier and more efficient than any other 
means, but more consideration should have been given as to whether the MT is appropriately used 
on those occasions.
Tang (2002) conducted a study with 100 first-year English majors (whose English is at intermediate 
level) and 20 teachers in Beijing Foreign Studies University on the issue of the use of the MT in 
tertiary-level ELT in China. Tang’s study shows that the Chinese language is most often used to 
explain  the  meaning  of  words,  abstract  ideas,  and  complex  grammar  points.  As  a  medium of 
instruction, the MT is preferably used on the occasions when English explanations fail to work and 
at this time L1 plays a supportive and facilitating role. The following are some of the answers given 
by the teachers who were interviewed by Tang (ibid., 39):
Firstly, I think using some Chinese is more effective and less time-consuming. Occasionally, when you spend  
quite  some time or  use  several  English  sentences  to  explain one  word or  idea,  and the students  still  look  
confused, using one simple Chinese word or idiom might solve the problem. Class time is  limited; if  using  
Chinese is helpful, why not do it? Secondly, criticizing the use of Chinese on the grounds that the students’  
exposure  to  English  will  be  reduced does  not  reflect  the  fact  that  students  read  the  English  text  and  still  
communicate in English with the teacher and other students in the classroom. The use of some Chinese in the  
class actually provides more time for students to practice their English and get exposure to English. Lastly, the  
amount of English used depends on the students’ language proficiency level. If their English is at an advanced 
level, I feel no need to use Chinese. All in all, I think that using some Chinese in the classroom is necessary and  
the advantages of doing so outweigh any disadvantages.
The main reason I use Chinese in the classroom is that sometimes students – because of their low proficiency  
level  in English – fail  to follow me when I  only use English to explain the meaning of  the text  or to give  
instructions.  Also,  when I  happen to know a very vivid  and appropriate  Chinese translation of  an English  
sentence, I will give it to students so they can immediately comprehend the meaning of the English sentence. This  
also helps them compare the word choices in the two languages.
I use Chinese to discuss the meaning of some difficult, abstract words and to explain the grammar and ideas 
expressed  in  long  and  complicated  sentences.  Sometimes  when  students  look  puzzled  after  my  English  
explanation of certain points, I will use Chinese to reinterpret them.
Apart from the immediate effects of L1, some teachers also suggested that using the MT can help 
students become more aware of the differences and similarities between different cultures.
Very similar views were also expressed in the interviews that I conducted in 2005 with teachers 
from two junior secondary schools in northern China. When asked whether they use the Chinese 
language in teaching English and why, they answered,
It depends. For the simple drills, I use English. When it’s related to grammar, I use Chinese most of the time. For 
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the abstract words and difficult phrases, I usually teach bilingually, first in English, and then translate them into 
Chinese.  It’s  very difficult  for me to use English only  throughout the lessons,  because if  I  do,  many of  the  
students won’t be able to catch up, and they will certainly miss a lot of important things.
I think the Chinese language can be very important and helpful in English language teaching especially when  
we are talking about the abstract words and phrases. I don’t support the tradition of teaching English mostly in  
Chinese, but I also don’t like the idea of not using Chinese at all. “English-only” may work very well for the  
advanced learners, but not for my students who are at beginning or pre-intermediate level.
In addition, the class size, varying levels of learners, and the expectations for high pass rate in 
exams, all compel teachers to use L1 now and then as a strategic device. During an interview, a 
teacher said,
After all,  50 students or more per class is not  a desirable size for language teaching and learning. But as  
teachers, we can do nothing about it. The only thing we can do is to try our best to motivate our students to  
engage more in classroom interactions. We have over 50 students per class, but only 45 minutes per lesson, and  
we have a quite demanding curriculum. It is really difficult. Sometimes, we use Chinese to save time and also to  
get the meaning across to the whole class. The guide-line we are following now is to satisfy the needs of the  
majority of the students.
These problems were fully understood by the government official of the local educational bureau, 
who also looked helpless when talking about the current ELT situations in China:
This is the hard fact of China’s education at the present day. Although we don’t want to, under the current  
circumstance, we can only guarantee the benefits of some students, certainly not all. In fact, the improvement of  
China’s educational infrastructure is left far behind the growth of its educational demands. I guess in developed  
countries, there are perhaps around 20 to 30 or even fewer students in an average EFL class, while in China, the  
average number of students in each class is 50 to 60. Apparently, the conversational or communicative language 
teaching we are talking about here can by no means be conducted in the same way as it’s done in smaller  
classes. So far, we can only say we are trying our best to take care of as many students as possible, because we  
have to face the reality.
At  the  end  of  the  interview  with  the  government  official,  I  asked  him  a  personal  question: 
“Regardless of the official policy, what do you think of the role of the MT in your own personal 
experience of learning English?” He smiled and said,
I think the mother tongue is very useful for one to learn a foreign language especially for older learners. From  
my personal  experience,  I  started learning English  at  high school around the age of  16.  It  was absolutely  
impossible to avoid the influence of Chinese on my learning of English. But I think Chinese helped me quite a lot  
in learning the basic grammar of English, which is so different from Chinese. With the basic knowledge of  
English, later I could easily learn and reach the advanced level on a self-learning basis.
The questionnaires returned by 22 teachers in my study as well as the classroom observations I 
made reveal that all these teachers use Chinese in their teaching, although different teachers use the 
MT on different occasions and in varying proportions. In most cases, they use Chinese for meaning 
conveyance,  for  contrastive  analysis  between  the  two  languages,  and  also  for  classroom 
management and for setting homework. Sometimes, the Chinese language also assists the teachers 
who are not confident about their own level of English language competence.
From the studies quoted above we can see that in English language classrooms in China the MT is 
in  fact  mostly  used  as  a  convenient  measure  or  a  compensating  device  to  ensure  meaning 
conveyance,  to  assist  grammar  understanding  and  to  maintain  classroom  discipline.  On  some 
occasions, using the MT is necessary, while on the others, the MT is not used with great care and 
consideration.
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3.4.3 Optimal Use of the Mother Tongue 
What is the optimal amount of MT use in an EFL setting? A unanimous answer is hard to obtain. As 
Atkinson (1993:2) argues, “it is impossible to talk about a right balance or a perfect model for using 
L1, it’s not that simple. L1 can be a valuable resource if it is used at appropriate times and in 
appropriate ways”.
If this argument can be accepted, there seems to be little point for a teacher to feel ashamed or even 
guilty because of using the MT in their teaching. It seems even less sensible to impose any strict 
rules of language choice on language teaching without considering the actual local limitations and 
the real-life classroom situations. Language learning among individuals by no means follows the 
same path, and language teaching should also be diversified. Therefore,
It seems that there is not any simple rule that teacher educators can, or should provide to teachers regarding 
language  choice.  While  it  has  been  generally  accepted  (e.g.  in  second  language  acquisition  studies)  that 
maximum use of a language facilitates its acquisition, this principle should not be translated into rigid classroom 
practice that  is  not  sensitive  to  the particular  needs and constraints  of  individual  classroom situations  (Lin, 
1990:122).
The MT should not be irresponsibly thrown out of the FL classroom, but it should not be overused 
either. The MT ought to be used “sensibly” and “appropriately”, as suggested by Lai (1996:98-99),
On the condition that it is used sensibly and appropriately, there does not seem to be any reasons to banish it 
simply for the sake of “teaching English through English”. Nor are there any reasons why the use of it should be 
restricted to a certain percentage [...] since the need of every classroom is unique. However, teachers must be 
sensible enough to reflect on their teaching strategies consistently and to find out solutions which address the 
core of the problems.
When researchers and teachers are, from different angles and standpoints, addressing the value of 
the MT in FLT, they all emphasise one point: Prudent and rational use of the MT is crucial to the 
success of EFL teaching. In other words, the MT should be used cautiously only when it is really a 
necessary help for learners to attain higher proficiency in the FL. If the MT is used on the occasions 
when the target language can be well understood by the learners, then the use of the MT is not 
careful  and  optimal.  For  example,  classroom communication  such  as  routine  management  and 
instructions which consist of only a small number of words and variables should be consistently 
used in the target language (the MT may appear for the purpose of meaning conveyance only when 
the phrase is  presented for the first  time).  In China,  due to lack of training and practice,  such 
concerns as “How to say it in English?” and “Is it correct to say so?” often demotivate teachers to 
use the target language in classroom communication, even when giving routine instructions. These 
concerns are not superfluous, and indeed if their English is not fluent or possibly incorrect, the 
students are disadvantaged. The following are some examples (the expressions in the left column 
may often be used by native English teachers, while in the right column often by Chinese teachers 
of English).
1. In  classroom  communication,  some  of  the  regular  expressions  often  used  by  Chinese 
teachers of English may not be definitely wrong,  but they are not the usual way native 
English speakers would express themselves. The following are some examples: 
74
Chapter 3 Controversy over the Role of the Mother Tongue in English Language Teaching in China
Native Chinese
Has anyone not done his homework? Who did not do his homework?
Any volunteers? Who wants to say/read/sing/do... it?
Read the page through to yourselves. Read the page silently. 
Read on to the end of the paragraph. Read  until  the  end  of  the  paragraph.  /  Finish  this 
paragraph. 
Make sure you copy carefully. You must copy carefully.
Don’t copy off your neighbour. Don’t look at other’s exercise book.
2. For some short sentences, Chinese teachers of English tend to use simpler and less diverse 
expressions than native English speakers. 
Native Chinese 
Great! Excellent! Well done! Correct! 
That’s right! A good attempt! Fantastic! 
Good! Very Good!
That’s exactly the point. 
That’s just what I’m looking for. 
Good! / Very good!
That was nicely read/written.
You didn’t make a single mistake. 
That’s much/a lot better.
You’ve improved a lot.
You have made a lot of progress. 
Good! / Very good!
Speak up! I can’t hear you.
Can you increase your volume?
Speak louder, please. 
Speak louder, please. 
Be quiet!
Stop talking!
I’m waiting for you to be quiet.
We won’t start until everyone is quiet. 
Not so much chatter.
Don’t talk when I’m talking. 
Be quiet!
That’s almost it.
You were almost right.
You’re halfway there.
You’ve almost got it.
You’re on the right lines.
There are still small mistakes.
It’s still not correct. 
Can anyone put it right?
Can anyone correct it? 
Can anyone spot a mistake there?
Who can correct it?
3. Some expressions may contain grammatical mistakes. 
Native Chinese
Open your books at/to page 25. Open page 25 of your books.
What do you mean by that? What do you mean with that?
Explain it in your own words. Explain it with your own words. 
What’s the Chinese word for “humour”? What’s the Chinese word of “humour”?
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I don’t understand what you said. I don’t understand what did you say.
4. For some expressions (underlined below), Chinese teachers of English can well understand 
their meanings when they read the text, but they hardly use them in their spoken English, 
again, due to lack of practice. For instance,
Stress the word on the second syllable. 
Read what’s in bold/in italics.
You hum the tune while I sing. 
Come on, you are doing fine. / Come on, have a go. / Good try, but not quite right. 
Now we’ll take a vote.
Let’s go over the irregular verbs we’ve learned up to now. 
Are you with me? / Do you get it?
Do you want a clue/hint?
Practice makes perfect. To improve their oral proficiency, non-native teachers must use the target 
language as often as possible, in the same way as they encourage their learners to do so. However, 
there are very few books with sufficient examples of classroom phrases (in the Teacher’s Manual or 
in book stores) for teachers to refer to, which is at least the current situation in China.  Without a 
guide  to  follow,  teachers  are  often reluctant  to  use  English because they are afraid  of  making 
mistakes in class. One of the practical solutions to this problem is to make use of the Internet, on 
which a lot of classroom teaching resources offered by native English teachers can be found and 
downloaded. But of course, it would be more systematic if textbook producers include a manual of 
common classroom expressions in their future products.  This manual should contain the phrases 
which are frequently used for classroom management and instructions. It  should also contain a 
glossary of linguistic terms {e.g. punctuation marks (comma, quotation mark, exclamation mark, 
colon, hyphen, suspension points), tenses (present, past, future, perfect tense, present progressive, 
past progressive, present perfect, past perfect),  parts of speech (noun, pronoun, adjective, adverb, 
verb, auxiliary verb, modal verb, participle, present participle, past participle, article, preposition)}. 
A similar  manual  specifically  designed  for  students  may  also  be  beneficial  for  their  language 
learning. 
The key question in the issue of using the MT in FL classrooms is not “How much should the MT 
be used?”, but rather “How appropriately is it used?”. As Tang (2002:41) states in the conclusion of 
her report,
[...] limited and judicious use of the mother tongue in the English classroom does not reduce students’ exposure 
to English, but rather can assist in the teaching and learning processes. This is not to overstate the role of the L1 
or advocate greater use of L1 in the EFL classroom, but rather to clarify some misconceptions that have troubled 
foreign language teachers for years, such as whether they should use the mother tongue when there is a need for 
it and whether the often-mentioned principle of no native language in the classroom is justifiable.
The use of  the  MT in EFL classrooms can be justified,  only  when it  is  used “as  an effective 
supplementary teaching medium”, but not as a float to be grasped “just for survival” (Lai, 1996:98). 
3.5 Chinese Students’ Perceptions of Good Teachers and Their Learning Habits
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3.5.1 Chinese Students’ Perceptions of Good Teachers
Students’ learning needs can sometimes be a driving force for teaching reforms. However, students 
themselves can sometimes also be the major source of hindrance on the introduction of any new 
methods (Tang and Absalom, 1998). Recently a good number of reports have given clear indications 
of mismatches between teachers’ and students’ perceptions about teaching methods, activities and 
tasks (e.g. Kumaravadivelu, 1991; Block, 1994; Rao, 2002). Generally speaking, “good” teachers in 
students’ eyes are the ones who like to “discover their learners’ feelings and beliefs about their 
language  learning  experiences  and  consequently  to  review  and  possibly  change  their  teaching 
process” (Barkhuizen, 1998:86).
In China, “learning and teaching are often seen as involving reading, memorisation and repetition of 
discrete, incremental chunks of material and the practice of small tasks until mastery of the whole 
has been achieved” (Tang and Absalom, 1998:121). In this process, a good teacher is supposed to 
meet the following expectations (ibid., 121):
The good teacher is well prepared, keeps the students busy, demonstrates mastery of teaching techniques and 
resources, provides a clear outline of the teaching plan and the material to be covered in each class, maintains 
strict discipline, praises the diligent students and punishes the lazy or ignorant, gives clear explanations, provides 
frequent tests and returns marked assignment and test papers promptly.
   
In Tang and Absalom’s (1998) article “Teaching Across Cultures: Considerations for Western EFL 
teachers in China”, there is a very interesting and representative contrast between the comments 
from an Australian student who was studying in Shanghai in 1988 and a Chinese student who was 
studying in Sydney in 1990.
The Australian student said (ibid., 117),
The trouble with Chinese teachers is that they’ve never done any real teacher training courses so they don’t  
know how to teach. All they do is follow the book. They never give us any opportunity to talk. How in the world  
do they expect us to learn?
In contrast, the Chinese student said (ibid., 118),
Australian teachers are very friendly but they often can’t teach well. I never know where they’re going: there’s  
no system and I just get lost. Also, they’re often badly trained and don’t really have a thorough grasp of their  
subject.
According to Tang and Absalom (ibid.,  118),  “this  type of  cultural  myopia,  whereby a  second 
culture is  judged from the uncritical,  intuitive basis  of the first,  can often cause severe quality 
limitations to the teaching of even the most culturally experienced teachers”. This cultural myopia 
may  directly  account  for  the  mismatches  of  perspectives  between  teachers  and  learners  from 
different cultural backgrounds. Even from the same culture, sometimes teachers and learners may 
have very different opinions about class activities and very divided views about which tasks are 
important in class.
Chan (2000) also reported that adult English language learners from Chinese-speaking background 
enrolled in language courses in Australia, especially the learners at beginning level, clearly prefer 
Chinese-English  bilingual  teachers  to  English  monolingual  teachers,  because  they  believe  that 
bilingual  teachers  are  particularly  important  in  terms  of  helping  them overcome  their  anxiety, 
inhibition, low self-esteem, and some other problems at the early stages of learning English.
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Among many Asian students, there is a “closure-oriented” learning style. These closure-oriented 
students “dislike ambiguity, uncertainty or fuzziness” (Rao, 2001). When it comes to teaching, their 
favourite language teaching style is the one which “produces a concentration on the relationship 
between form and function, on structural features such as grammatical rules and vocabulary, and on 
the tests of those aspects in written examinations” (Tang and Absalom, 1998:123). Accordingly, the 
teachers who pay attention to linguistic details, give explicit grammatical explanations and use the 
MT to help with understanding and accuracy are considered good teachers who take their teaching 
seriously. Teaching without these features can, as far as the students are concerned, be confusing 
and can also produce anxiety for the students, which may be detrimental to the learning process.
3.5.2 Common Language Learning Habits among Chinese Students
Traditionally, the definition of “good students” in China is:
The good student is supposed to be diligent, persevering and well behaved, obedient to authority and in theory 
modest and oriented to serving the needs of the group rather than the individual. The student is expected to learn 
from traditional authorities (the ancients, the teacher, the parents, the leaders, the textbooks) by internalisation of 
their wisdom and by emulation (Tang and Absalom, 1998:121).
In terms of FL learning, “proficiency, accuracy and fluency are stressed to the utmost although it is 
extremely rare for foreign language learners to speak at exactly the same level as native speakers of 
the target language” (Wang, 1999:47). Because of having this attitude, many Chinese students are 
reluctant  to  use  the  target  language  to  communicate.  This  is  especially  the  case  in  verbal 
communication.  Students  are  reluctant  to  enter  verbal  communication  or  discussion  until  they 
believe they have reached the “perfect” level of proficiency.
According  to  He  (1996:9-14),  Chinese  learners  come  from  a  cultural  group  which  can  be 
characterised as:
1. Field independent: They tend to isolate details or elements of the given information and they go to fine details 
by  breaking  down  the  information  into  bits  and  pieces.  This  style  helps  in  dealing  with  rule-governed 
information and with data that requires more analytical skills.
2. Analytical learning: They focus on regulations and structures of the language rather than on meaning. They 
will not be content unless they find out the exact meaning of a new word. Most of the time, they do not like to 
guess the meaning of a new word from the context because they are afraid they may go astray or fail to get the 
precise meaning of the word. 
3. Visual preference: They will find it hard to follow the teacher in class if instructions are given verbally. To 
them, listening to a tape-recorded story is not as effective as reading the story in a book.
4. Closure-orientation: They have a strong desire for clarity. Exceptions to rules in the target language bother 
them a lot because they often get confused by irregular patterns of spelling, pronunciation, and usage. 
5. Competitive learning: They view other students in class as their opponents and they resolve to outdo them in 
their studies. Their motivation in studies is to compete against their classmates and try to be the winners. They 
tend to rely on their own efforts. They may turn away from social and cooperative learning activities, such as 
role plays and group tasks. 
Chinese society is, like many other Asian societies, organised in many ways under the influence of 
Confucianism. This philosophical system greatly emphasises moral order, obedience, respect for 
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superiors, humility, sincerity and the concept of “face”. As for classroom learning, students prefer 
listening, thinking and reflecting, respecting and obeying the teacher over questioning the teacher or 
taking part in group activities (Kolarik, 2004). An educational concept which is widely respected in 
China  is  “learning by  copying,  not  by  making  mistakes”,  therefore,  “more  value  is  placed  on 
reticence and humility rather than on the Western practice of guessing out loud or demonstrating 
individualism in learning style” (Tang and Absalom, 1998:123). These preferences, in contrast with 
Western styles, often create an image of Asian learners relying on rote-learning, memorisation and 
passivity. 
However, this opinion is not shared by some researchers, who believe that there is a danger of 
underestimating learners’ individual qualities by overgeneralising the culture-related learning styles. 
Evidence in Kennedy’s (2002) study suggests that learners do gradually adopt new learning styles 
when the learning context changes. Reid (1987) notes that a number of factors, such as culture, 
gender, age, and previous educational background, all account for the learning differences between 
individuals. In order to produce satisfactory learning outcomes, it is crucial to identify the types of 
learning style  and learning  habits  that  most  students  bring  with  them to  the  English  language 
classroom, and to match them with the teacher’s teaching approach and certain classroom language 
learning conditions. Most importantly, as Kolarik (2004) suggests, teachers sometimes need to put 
aside their views for a time and see the world through the eyes of the students. 
3.6 Where Is the Controversy Leading to: Changes Are Taking Place
3.6.1 Policy Making
In the mid-1980s, one of the important measures taken by the Chinese government to reform its 
education  “was  to  decentralise  decision  making  and  allow  considerable  regional  autonomy  in 
exploring  and  implementing  new  approaches  to  education”  (Hu,  2002a:33).  Ever  since,  local 
governments have been increasingly involved in developing their own curricula and producing their 
own textbooks and other teaching materials to cater for their local needs. Private language schools, 
commercial language courses,  various English language teaching and learning materials start  to 
appear in people’s lives. Education, as an emerging industry, is heading to the market. Regional 
governments as well as the public are encouraged to take more initiatives in the decision-making 
process, and more private organisations and individuals are granted to provide educational services 
in the growing market. By the year 2010, a new system in which the government remains as the 
main body for education provision with participation of all social sectors will finally be established 
in China, according to the official website of China’s Ministry of Education20.  This plan aims at 
building up a cohesive relationship between education, economy and society.
3.6.2 Teacher Training
China’s Ministry of Education has documented the urgent need for professional development of 
pre-service and in-service teacher education in the 21st century. In the 9th five-Year Plan for China’s 
Educational  Development  and  the  Development  Outline  by  201021,  it  says  that  the  ration  of 
backbone teachers needs to be improved through recruiting new teachers with high degrees; teacher 
20 http://www.moe.edu.cn/english/planning_n.htm
21 http://www.moe.edu.cn/english/planning_n.htm
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training at  various levels needs to be emphasised and the percentage of  graduates from teacher 
training  institutions  needs  to  be  increased;  graduates  from non-teacher  training  institutions  are 
encouraged  to  teach  in  secondary  schools  and  to  serve  as  teachers  for  specialised  courses  of 
vocational schools;  the teacher certificate system will  be implemented carefully to improve the 
evaluation,  employment  and  promotion  mechanism  for  teachers  to  optimise  the  structure  of 
teaching cohort. Over the last decade, especially in economically developed cities, there has been a 
remarkable increase in the number of primary and secondary school teachers who hold college or 
university degrees, and more and more in-service teachers have participated in refresher courses, 
and some have even been trained in overseas universities. This group of teachers have begun to 
make an impact on ELT in China.
Moreover, both specialists and grass-roots teachers are encouraged to conduct well-designed and 
data-based empirical linguistic research. At the Second International Symposium on ELT in China 
held in 1992 in Tianjin, a collection of 47 papers of empirical research studies were presented. 
These papers were considered the “first sample of China’s ELT writings that are research-formatted, 
data-based plus computer-serviced” (Xu, 1996:8). The interest in rigorous statistical research has 
kept growing ever since, which is noted by the editor of the journal English Today (July 2004:37) – 
“the flow of articles from Chinese scholars is a compliment, but if we published every publishable 
paper  we  receive  from the  People’s  Republic,  English Today would  become  English in  China 
Today”.  Nevertheless,  the  ELT research  in  China  has  by  far  not  yet  gone  as  intensively  and 
extensively as it has in the West. There is still “an apparent need for more research that seeks to 
answer  clear  and  specific  research  questions,  adopts  systematic  data  collection,  and  employs 
rigorous analysis techniques” (Hu, 2002a:44). 
3.6.3 Importation of Foreign Teachers
The “importation” of foreign teaching staff has been seen as an expedient measure to introduce 
advanced  pedagogy  into  ELT  in  China.  According  to  an  incomplete  statistic,  nearly  5,000 
universities and colleges have been approved by the Chinese government to have foreign teachers, 
and some 100,000 foreign teachers and experts are working in China at present  (People’s Daily 
Online, 23/05/2006). Since May 2006, China’s international educational recruitment has become 
available online. During the week-long online job fair in 2006, more than 500 Chinese educational 
institutions and companies registered on the web site  and more than 4,000 foreign job seekers 
submitted their resumes and talked with their  prospective Chinese employers through an audio-
visual system on the web. 
Due to the increasing number of complaints and criticisms from the public in China about the poor 
control over the qualifications of foreign teachers, the Chinese government is trying to formalise the 
procedure of recruiting foreign teaching staff by making the recruiting channel more open, more 
accessible,  and  better  organised,  which  hopefully  will  bring  higher  standards  to  China’s  ELT 
profession. 
3.6.4 Commercial Courses and Books
Because education in China is being further expanded in order to widen people’s access to and 
participation  in  education,  private  language  schools,  commercial  language  courses  and  various 
English teaching and learning materials are springing up in the market. Each year, billions of dollars 
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are  spent  in  China  on  English  books,  teaching  materials,  tests,  teacher  training  and  language 
schools.  Over the last  decade, a rising number of international ELT book fairs and educational 
exhibitions  have  been organised  in  big  cities  across  China,  at  which hundreds  of  Chinese  and 
foreign publishers have presented their latest publications and learners can purchase original FL 
learning materials. The emerging Chinese ELT market is starting to catch the attention of some big 
names  in  the  publishing  field  such  as  Oxford,  Longman,  and  Macmillan.  They  either  set  up 
branches in China selling a variety of original English teaching and learning materials, or cooperate 
with local Chinese publishers to produce reprints of their products. These materials can easily be 
found in local book stores across China, and they are often used in private language schools. 
The new series of school textbooks for beginners sets out to maintain the monolingualism by using 
simplified English to avoid the MT. In contrast, commercial language learning books tend to have a 
higher  proportion  of  the  MT in  the  texts.  Many  of  the  popular  reading  materials  available  in 
bookshops for elementary learners are bilingual (also see Chapter 4, section 4.7.2).  For example, 
Oxford University Press and China’s state-owned Foreign Teaching and Research Publishing House 
jointly  published  a  series  of  reading  materials  called  “Bookworm”  Oxford  English-Chinese 
Bilingual Reading Comprehension. This series is a collection of simplified and bilingual version of 
some well-known Western novels and classics. When a reader opens a book, he will see a story 
written in English on one side and in Chinese on the other. This series and similar products have 
enjoyed great popularity among English beginners and also among English-literate parents who 
often read bilingual stories to their young children at bedtime. 
3.7 Summary
Whether students’ MT should be included or excluded from English language classrooms is still a 
matter of debate, both in China and in the world. What English teachers in China need to do is to 
modernise  rather  than Westernise  their  teaching.  The new should be  combined with the  old to 
achieve the communicative aims of English teaching within Chinese traditional teaching structures 
(Rao, 2005).
To teach well in a system, one needs to know well what works for that system and what contradicts 
it.  Chinese  teachers  and  students  as  well  as  their  parents  have  some  deeply  rooted  beliefs, 
preconceived  ideas  and  traditional  expectations  about  the  outcomes  to  be  achieved  from  the 
education process. Although some Western methods show advantages in some aspects of teaching 
and learning, what is missing in these methods is the consideration of China’s educational context. 
This is well understandable, since these considerations are not relevant to Western EFL or ESL 
situations (Tang and Absalom, 1998). However, in order to achieve good teaching results, Chinese 
teachers of English should always bear in mind Chinese educational traditions in general and their 
local teaching situations in particular. 
The MT controversy is leading to changes in China’s English education. Changes are taking place 
in  educational  policy  making,  in  the  production  of  course  books,  in  teacher  training,  in  the 
recruitment of foreign teachers, in people’s perceptions of EFL teaching and learning, and so on. 
Nevertheless,  China’s  ELT still  faces  some major  problems and  challenges such as  inadequate 
educational infrastructure, acute teacher shortage, and rigid examination system. 
China  is  a  vast  country  with  complexities.  Education is  a  good example.  There  are  privileged 
economic zones with strong economy and high quality of education, in contrast with rural areas 
with deplorable teaching facilities. There are key schools and key universities, established to serve 
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elite  intellectuals  and acknowledged as superior  to  their  ordinary counterparts,  because China’s 
educational  infrastructure is  not  sufficiently well-established to provide higher  education to the 
general public. Major cities and coastal areas have much more frequent contact with the outside 
world than other regions. Therefore, teachers from big cities or small villages, from coastal areas or 
hinterland regions, from south or north, from key schools or ordinary schools, are bound to have 
very  different  educational  backgrounds,  personal  experiences,  and  facilities  at  their  disposal  to 
implement the same syllabus or the same teaching approach. 
Lack of qualified English teachers is another serious problem. Children in China nowadays start 
learning English as a compulsory school subject as early as Grade 1 (age 7) in big cities and Grade 
3 (age 9) nation-wide, and the systematic learning of English continues until the end of university 
education. Official statistics show that in 1999 there were about 79.5 million full-time secondary 
school students in China (Hu, 2002a), and in 2002 the estimated total number of primary school 
pupils reached 121.75 million (Yang, 2004). The supply of qualified EFL teachers has so far never 
met the soaring demand. What is now being done in China to solve this problem is to expand the 
recruitment of English teachers and to increase both pre-service and in-service teacher training. 
Tests and examinations have great impact on China’s ELT, as they often have serious repercussions 
on the aims, content and methods of the daily teaching practice of grass-roots teachers. In China, 
exam results are most often used to measure a student’s diligence and a teacher’s excellence. In 
return, diligent students are rewarded with the chance of receiving higher education, and excellent 
teachers are rewarded with respect as well as a salary bonus. Higher education is considered the key 
to better-paid and more stable jobs. Thus from the first day of schooling, students have set their goal 
in learning – to pass the University Entrance Exam (UEE) in the future. Unfortunately, China’s 
current  existing  colleges  and  universities  can  accommodate  only  a  small  percentage  of  all 
applicants.  Every  year,  millions  of  UEE  test  papers  are  marked  within  two  to  three  weeks. 
Therefore,  written  exams  full  of  multiple-choice  questions  are  inevitably  the  favourite  testing 
method.  Unless  the  educational  infrastructure  is  dramatically  improved,  the  testing  system can 
hardly change, nor can the approaches to teaching. 
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Chapter 4 Open the Door to English with Your Native 
Language: A Collection of Principled Eclectic Teaching 
Techniques
You can banish the MT from the classroom, but you cannot banish it from the pupils’ heads.
(Butzkamm, 2003:31)
4.1 Dodson’s Bilingual Method
4.1.1 Background
At the turn of the 20th century, when the Direct Method was developed, FL teachers were quickly 
divided into several groups. There were those who abandoned the traditional Grammar-translation 
Method and started following the principles of the Direct Method, and those who adhered to the 
traditional method. However, the majority of teachers were undecided but they did tend to “use 
eclectic methods which lean very heavily towards the indirect-grammatical approach” (Dodson, 
1967:37). Each group reflected “a particular attitude of teachers who hold different views on what 
are the aims of language learning and consequently on how a human being should learn a foreign 
language in the classroom” (ibid., 37). 
Dodson believed that neither the Grammar-translation Method nor the Direct Method alone could 
satisfy the needs inside FL classrooms. On the one hand, the Grammar-translation Method could not 
meet learners’ requirements for oral communication. On the other hand, although the Direct Method 
was developed with the good intention of improving learners’ communicative skills, the solutions it 
offered were not very realistic. This method was based on the belief that foreign languages should 
be learned in a “direct” or “natural” way, namely, the way of learning the first language, and “it 
advocated the teaching of oral skills  at  the expense of every established and traditional aim of 
language learning” (ibid., 44). If these principles become teaching guide-lines,  then the following 
questions  may  arise:  To  what  extent  does  a  FL  classroom  resemble  the  natural  linguistic 
environment of MT learning? How similar is the language learning ability of an average pupil to 
that of an infant? Factors such as classroom procedure, the age of the learners, their MT attainment 
and intellectual development, L2 contact time, and L2 proficiency of the teacher, all contribute to 
the fact that FL learning in the classroom can never be a duplicate of MT learning. The Direct 
Method may work well for some individuals under some particular circumstances, but, as Dodson 
(1967) asserted, it had little chance of success in FL classrooms in most schools, as long as teaching 
conditions in the classroom and the examination system remained unchanged. 
Teachers often found themselves immobilised in this “indirect-direct” dilemma, because “no matter 
which way he faces, he is beset with obstacles which make both teaching and learning difficult and 
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often unpleasant” (ibid., 61). Many teachers became so confused that they simply threw the baby 
out  with  the  bath  water  –  a  rejection  of  the  Direct  Method  also  meant  the  rejection  of 
communicative activities in general and a denial of the Grammar-translation Method also implied 
the denial of the use of the MT as a whole. Dodson put forward a third option, an eclectic solution, 
a combination of the virtues of both methods.
What is required is a completely new method which lies outside the range of “indirect-direct” methods, which 
takes into account the experimental data obtained in the investigations into second-language learning, and which 
utilizes old and new teaching and learning activities to form a new synthesis which will not only help the pupil to 
learn a language more quickly with less effort, but will also give him an opportunity to reach a level at which he 
can “think” in the language (ibid., 61).
4.1.2 The Three Phases of the Bilingual Method22 
In Dodson’s bilingual method, a lesson cycle (2-4 lessons) starts with the presentation of a text 
containing the new learning material, often a short dialogue which is accompanied by a picture 
strip. The lesson usually ends with a group of learners acting out their own dialogues and discussing 
them with the rest of the class. The aim is to enable the learners from understanding new words, 
structures and routine phrases in textbook dialogues to use these words and phrases creatively in 
their own dialogues, and finally for their own communicative needs. 
Michelle: Who’s the fastest in our class?
Kevin: Hmm. I don’t know. Maybe Tom.
Michelle: No, Peter’s faster.
Kevin: Who cares anyway?
Michelle: I bet you don’t even know who’s the strongest.
Kevin: That’s right. I don’t. But I do know who’s the cleverest.
Michelle: Who?
Kevin: Me.
22 This section is based on Butzkamm and Alexander (1983). 
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Michelle: Idiot!
The  whole  classroom  procedure  can  be  best  explained  by  using  the  familiar  paradigm  of 
Presentation, Practice and Production (PPP). 
Phase 1: Presentation 
This phase is conducted in seven steps. 
Step 1: Familiarising Questions
Step 2: Imitation
Step 3: Comprehension
Step 4: Interpretation
Step 5: Picture Recognition
Step 6: Free Recall
Step 7: Acting out A Dialogue 
{Step 3, 4, 5, 6 are meant to consolidate the sentences and fix them firmly in the minds of 
the pupils}
Step 1: Familiarising Questions
The teacher hands out the dialogue and asks a few questions in order to familiarise the students with 
the pictures (approximately 1 minute). For instance, “How many pupils can you see in Picture 1?”, 
“What  are  they  doing?”,  etc.  Then  he  may  read  the  whole  dialogue  to  the  class  with  much 
animation, so the students can have an idea of the learning task ahead of them. 
Step 2: Imitation
This is an intensive repetition practice, which may take 5-10 minutes. The teacher reads out each 
line and the students respond individually or in chorus. Text is available to the students. However, 
whenever the line contains new words or new patterns that the students may not understand, the 
teacher uses the “sandwich technique” (FL-MT-FL). It goes as follows:
Teacher: Who’s the fastest in our class? 
 谁是我们班里跑得最快的？
 Who’s the fastest in our class? (The teacher makes a slight pause here and waits for the students to run 
through the line in their minds silently. He then signals to the students to repeat the sentence.) 
   
Student: Who’s the fastest in our class? 
The FL sentence is uttered twice by the teacher with the MT equivalent inserted in between in a 
slightly different voice, almost as an aside. This “sandwich” procedure is necessary when there is 
any insecurity with regard to meaning. Only this precise technique – not just similar ones – have 
85
Chapter 4 Open the Door to English with Your Native Language: A Collection of Principled Eclectic Teaching Techniques
been proven significantly superior to dialogue practice without the use of translation and the printed 
word (the text). 
For  the  sentences  difficult  to  repeat,  the  teacher  may  read  a  sentence  several  times  without 
expecting  students’ immediate  response,  and  the  students  should  be  listening  carefully  to  the 
stimulus provided by the teacher. At the same time, they may glance at the printed word and mouth 
the sentence for themselves silently. The teacher does not call the students by their names but points 
to the students to repeat the sentence singly or in chorus, so as not to interrupt the stimulus response 
sequence (FL-FL).
Interference from the printed word will be reduced to a minimum if the students are told beforehand 
to always make the oral cue from the teacher the primary stimulus for their response. If they want a 
visual image of the sentence, they may glance at the script when somebody else is called upon to 
speak  or  when  they  are  repeating  the  sentence  to  themselves.  They  should  be  aware  of  the 
incomplete phonetic fit between sound and script. Students can be instructed in very simple terms: 
“Always imitate what you hear and speak from your mind; never read aloud while looking at the 
text”. 
Interference  from the  MT is  practically  eliminated  through  the  fact  that  the  MT equivalent  is 
sandwiched between two FL cues.  It  is the contiguity between the second FL stimulus and the 
imitation response which prevents interference. Apart from this, there are several other principles in 
the process of meaning conveyance. 
1. Give utterance equivalents and additional word equivalents.
Foremost is a functional translation that renders the communicative value and pragmatic 
intent of the utterance as closely as possible.  This is quite different from giving word 
equations such as “to know” = “知道”, because only complete utterances can be given the 
right type of intonation and can be accompanied by proper facial expressions and gestures. 
For example, the phrase in Picture 1 “Hmm. I don’t know. Maybe Tom.” (“嗯, 我不知道。可
能是 Tom 吧。 ” ) should be given its full value through speech melody, mime, and body 
language, which hold for both languages. When English people say “I don’t know”, they 
often shrug their shoulders, while Chinese people tend to shake their heads. Similarly, in 
the manner of greeting, in the West a handshake, hug, or kiss is generally used, while in 
China a handshake or bow is usually preferred. When a FL sentence is presented with 
these details, students can have a complete understanding of the situation and can catch on 
easily.  When using body language, the teacher can exaggerate a little bit,  although he 
should always use the body language which is appropriate in the target culture. It is very 
helpful to present a dialogue with a video, if available.
2. Give multiple translations.
In many cases, not just one, but several equivalent translations can be given. For example, 
the  sentence  in  Picture  3  “I  bet  you  don’t  even  know  who’s  the  strongest.”  can  be 
translated in Chinese at least in the following two ways. A. 我敢打赌你连谁是最强壮的都不知
道。(“I can bet on it that you don’t even know who’s the strongest.”) B. 我敢保证你连谁是最强
壮的都不知道。 (“I can say it for sure that you don’t even know who’s the strongest.”) 
Alternatively, the teacher can restrict himself here to giving one translation and ask the 
students to come up with other possible translations. 
3. Give a literal translation only when needed.
A literal translation can sometimes be given in addition to the functional equivalent to 
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demonstrate syntactic and lexical contrasts between the MT and the FL. For instance, the 
teacher first renders what Kevin in Picture 2 says “Who cares anyway?” with an idiomatic 
Chinese translation “管他是谁呢?”. Additionally, he will make it clear that the structure of 
this sentence in English is quite different which can be imitated in Chinese as follows: “谁
在乎不管怎么样?”. This is what Butzkamm calls “mirroring” (see section 4.2.2 for details). 
Step 3: Comprehension 
The students need a short break after the intensive imitation practice. They can listen to the text 
again, but need not speak it. The following variations are possible: 
(a) The  teacher  plays  the  taped  version,  while  the  students  read  the  text  silently  with 
encouragement to imagine the setting. 
(b) The same as above, but the students can only listen, because the text is covered.
(c) The teacher  speaks  the  sentences  in  a  random order.  The  pictures,  but  not  the  text  are 
available. The students name the picture number corresponding to each sentence. 
(d) The same as above, but neither pictures nor text are available. The students name the picture 
number and the person in the dialogue who makes the utterance. For example, 
Teacher: No, Peter’s faster.
Student: Number 2, Michelle. 
Step 4: Interpretation 
The term “Interpretation” is rather misleading here. It is more of a re-translation, or more precisely, 
a recall of the sentences the students have learned in Step 2 “Imitation”. The teacher gives a MT 
stimulus, and a student responds with the FL sentence (2-4 minutes):
Teacher: 但是我却知道谁是最聪明的。
Student: But I do know who’s the cleverest. 
This is a major step in the Presentation Phase, necessary to transform the students’ “mere awareness 
of meaning into a strong association between meaning and sounds” (Dodson, 1967:85). Dodson 
found that the concentration on the imitation activity of Step 2 “not only blanks out and prevents the 
consolidation of the meaning of previously learnt sentences, it also prevents the pupil from welding 
together efficiently the meaning and the sounds of the very sentence he is practising” (ibid., 87). 
This phenomenon is related to “verbal satiation” observed in laboratory experiments, in which the 
meanings of the words drain away during successive repetitions. In other words, after the imitation 
exercises, many pupils are no longer fully aware of the exact meaning of the individual sentences he 
can speak, although he may still be able to speak the sentences accurately and fluently.
That is why this “Interpretation Step” was found necessary. The students know that they are not 
supposed to translate, i.e. to construct their response along the lines of the MT stimulus. What is 
elicited is to recall; in other words they are expected to remember, not to translate. The student 
hears the MT sentence, recognises the previously practised FL sentence and tries to recall it. If he 
does not recall it promptly and entirely, the teacher helps out immediately by giving the full FL 
sentence, and can thus prevent the student from guessing and translating. 
The procedure of this step can be varied in important ways. If the teacher is uncertain whether the 
students can correctly recall the sentences, he can allow them to look at the printed text. Instead of 
choosing the sentences in a random order, the teacher can also choose to present the MT stimuli in 
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the order in which they appear in the text. This can facilitate the exact recall of the text. 
Step 5: Picture Recognition 
Another  quick run-through of  the text  can be effected with the aid of  the pictures only.  If  the 
pictures  are  on handouts,  the  teacher  calls  out  the  picture  number,  and the  students  speak the 
corresponding sentences. With the pictures on flashcards, there will be much more flexibility in this 
procedure. 
Step 6: Free Recall
This is a “Control Step”, uncued free recall. Text and pictures are not available. The students are 
invited to say any of the practised sentences that come to their minds. 
This step constitutes an interesting test for the teacher. If he notices that none of the students recalls 
a particular sentence, this can be taken as a sure sign that something went wrong in the previous 
steps. There is still time to remedy this and practise this sentence with a few additional imitation 
and interpretation contacts. 
Step 7: Acting out A Dialogue
The class splits up in groups according to the number of parts in the dialogue. They rehearse the 
dialogue until they are ready to act it out in front of the class.
On no account should this final step, the “Target Step”, be left out. The students can now relax and 
determine the learning pace themselves. They are no longer desk-bound, but allowed to move freely 
in the classroom. So does the teacher who listens in on the groups practising and now has special 
time to give the weaker students short “one-to-one” lessons if he feels the students want this help.
Acting out a dialogue is quite a different achievement from merely saying the sentences. This can 
easily be observed. Students who are perfectly capable of speaking the sentences without the text 
and pictures as in the Control Step (Step 6), may not yet be ready to perform in a play, i.e. to speak 
the same sentences in talking to a partner and negotiating something with him or her. If they try to 
do this without previous rehearsing in the group, then faulty diction, hesitation and MT intonation 
will easily creep in. Acting out a scene is the hallmark of true automatisation of the lower levels of 
language: phonological,  morphological,  syntactic and lexical constraints.  The teacher who stops 
short before the performance of the dialogues is spoiling the ship for a halfpenny worth of tar. 
Phase 2: Practice
The practice phase is called by Dodson “Substitution and Extension”. Its aim “is to get the pupils 
away from the fixed sentences of the basic situation and to train them to form new combinations of 
sentence elements and clauses” (ibid., 110). The generative character of language can be exploited 
by using sentence frames from the original dialogue to produce many new sentences. This is, to a 
degree, in accordance with traditional pattern practice. The familiar aim is the automatisation of a 
structure not only as it occurred literally in the basic dialogue but also with lexical variations and 
extensions. In Phase 2, the teacher encourages the students to expand new structures and vocabulary 
by  introducing  a  series  of  activities  and  additional  related  lexical  items.  In  the  Audio-lingual 
approach, the teacher’s stimuli are usually in the FL and the students are merely repeating them. 
However, in the bilingual method, the teacher’s stimuli are completely in the MT and the students 
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have to make an effort to retrieve the words from their vocabulary memory. The “Substitution and 
Extension” practice in the bilingual method is conducted as follows:
Teacher: 谁是我们班里跑得最快的？
Student: Who’s the fastest in our class?
Teacher: 谁是我们班里跑得最快的男生？
Student: Who’s the fastest boy in our class?
The teacher continues with the MT stimuli, and the students are expected to produce FL sentences 
such as the following:
Who’s the fastest girl in our class? Who’s the best writer in our class? Where is the best swimmer in our class? 
Who’s the tallest here? Who is the oldest? …
The  teacher  may  also  use  the  sentence  “Peter  is  faster”  as  a  point  of  departure  to  practise 
comparative adjectives in the same way. 
Teacher: Peter 跑得更快。
Student: Peter is faster.
The teacher then elicits similar sentences from the students:
Kevin is slower. Michelle is shorter. Peter is older. Kevin is younger than Peter. Peter is older than Michelle. I 
bet Kevin is faster. He thinks Kevin is faster. We all think Tom is stronger …
In  this  phase,  there  should  be  a  shift  from  mere  syntactic  manipulation  to  more  semantic 
manipulation. At the beginning, when the students may not yet feel safe with the structure, the 
variations can be rather mechanical and easy, involving changes of person, number, verb, gender 
and easily foreseeable lexical substitutions and extensions. Gradually, when the students can handle 
the mechanical substitutions well  enough, the teacher’s  stimuli should be more meaningful and 
message-oriented. For instance:
Teacher Student
Kevin 在我们的考试中得了最高分。 Kevin gets the highest score in our exam. 
他是我们学校里最好的足球运动员。 He is the best football player at our school.
中国是世界上人口最多的国家。 China is a country with the largest population. 
我的家乡是中国最美的城市。 My hometown is the most beautiful city in China. 
珠穆朗玛峰是世界上最高的山峰。 Mount Everest is the highest mountain on the earth.
In this practice, the teacher needs to now and then introduce new words to the students. When the 
students can fluently and correctly respond to the teacher’s MT stimuli, the teacher should hand the 
activity  over  to  the  students.  This  is  what  Dodson  calls  “Independent  Speaking  of  Sentences” 
activity (ibid., 113), in which the students do not receive spoken stimuli from the teacher any more, 
whether in the MT or in the FL. They are now supposed to create their own sentences in English, so 
that the activity becomes monolingual. Before the activity is turned over to the students, the teacher 
can ask them to keep silent for a few minutes and to reflect upon the sentences they have just heard, 
and then to jot down a few notes for their own sentences. Weaker students will naturally tend to 
restrict themselves to the sentences which they heard just a few minutes ago, while the others will 
be more adventurous and make interesting sentences of their  own. Though in this phase many 
89
Chapter 4 Open the Door to English with Your Native Language: A Collection of Principled Eclectic Teaching Techniques
students may still produce substantial amounts of “drill speech”, their sentences will be increasingly 
message-oriented. This shift from form-oriented to content-oriented work is a step closer to “real 
speech”. The same holds true for the transition from teacher-controlled MT stimuli to uncued FL 
work. This step should never be omitted.
Phase 3: Production 
At this stage, the students are divided into groups to compose their own plays or stories based on 
what they have learned in class. They can create something new of their own using mixed pieces 
from previously learned texts. Below is an example produced by fifth graders (first year in English) 
in a German school (Butzkamm, 2002a:223).
Original Text
Linus: What’s going on here?
Charlie B: I’m helping Snoopy to bury a bone. 
Linus: Can’t he do that himself?
Charlie B: He hates getting his hands dirty. 
(Peanuts Cartoon)
Pupils’ Text
A: What’s going on here?
B: We’re playing football. 
A: Sorry, but who is playing football?
B: Peggy, Mary, Betty, Pamela, Susan, Ann and I. 
A: Girls playing football? What are the boys doing?
B: They are playing with dolls.
A: Good grief! (In the classroom. The teacher has just come in.)
Teacher: What’s going on here?
Betty: I’m drinking a Coke.
Teacher: Good grief! Can’t you do that in the break?
Betty: No. I’m thirsty.
Teacher: Go outside. 
Some groups will have the opportunity to present their plays or stories, and the rest of the class can 
ask questions. Because each playlet will be an unknown or unforeseeable situation for the audience, 
and the questions from the audience will also be an unknown situation for the presenters. This 
activity can engage the whole class in a real communicative situation. 
Having recognised the differences between L1 and L2 learning, especially the difference between 
L1 learning in a natural environment and L2 learning in the classroom, Dodson put the “FL free 
talk” at the end of a lesson cycle, instead of dragging pupils into complicated real-life situations 
from the beginning of a teaching unit. Dodson used a combination of the printed word, the MT, 
interpretation/re-translation and similar means to help learners smoothly progress from simple to 
complicated,  from bilingual  to monolingual,  from role-taking to role-making,  from imitation to 
initiation. 
Notes: 
In implementing the bilingual method, special attention should be paid to the following aspects: 
1. Teachers are advised to devote no more than five to ten minutes to any single step. Some steps may run into 
each other. Teachers should never hesitate to return to the previous steps when necessary. 
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2. An important teaching technique throughout the bilingual method is: The stimulus-response procedure should 
be carried out as quickly as possible and learners should be selected at random. There should be no pauses or 
time-lag between a learner’s response and the next stimulus input from the teacher. A rapid pace is crucial to 
prevent learners from making word-for-word translations. 
3. Whenever possible and necessary, visual aids should be used in the stimulus-response exercises.
4. The teacher must indicate to the learners whether their responses are correct or not, and correct them when 
there are mistakes.
4.1.3 Advantages of the Bilingual Method
 Meaning Conveyance and Concept Causation
In the initial stage of FL learning, to understand a FL is actually a process of referring back to one’s 
MT. As Dodson (1967:94) contended, “the basic premise of the initial direct-method argument is 
false because the second-language learner cannot recognise the meaning of FL sounds without an 
initial reference to concepts thought in MT terms, especially if the content of the sentence refers to a 
familiar  situation”.  Even if  the teacher  deliberately  avoids using the  learners’ MT,  the learners 
themselves will anyway make the connection between FL sounds and their meaning in their MT. 
For  example,  when the teacher  attempts to  convey the meaning of  “window” by pointing to a 
window and  saying  the  word  “window”  once  and  once  again,  some  fast  students  may  say  to 
themselves, “The word ‘window’ must mean ‘窗户’  (window)”; however, some slow students may 
still be wondering, “Does ‘window’ mean ‘窗户’ (window) or ‘玻璃’ (glass)?” In this case, the use of 
the MT will undoubtedly be most time-efficient and will cause no confusion. 
Input alone does not guarantee learning. Learning does not take place when a learner does not 
understand what he hears or sees. When the input is comprehensible, the learning process becomes 
active and then enters the next operational phase. Dodson insisted that in the bilingual method the 
MT is used “only as a cue for concept causation” (ibid., 91), namely, the MT serves only as a 
stimulus  to  conjure  up  a  concept  in  the  learners’ minds.  It  is  this  concept,  not  the  MT words 
themselves, that evokes something familiar or known to the learners and conveys the meaning to 
them. It is this concept, which is common to both languages, that assists learning. It is very clear to 
the learners that their MT is used only to make the FL input comprehensible, so they will not pay 
any attention to the MT after the meaning has become unambiguous. 
To find  out  how learners  can best  acquire  and retain  sentence-meaning,  Dodson  carried  out  a 
considerable number of tests  with groups of primary and secondary school children.  “The best 
results in terms of speed and quality were obtained when sentence-meaning was acquired by means 
of the mother-tongue equivalents spoken by the teacher and was retained by means of pictures” 
(ibid., 11). Dodson’s experimental data not only supported his standpoint on the value of the MT in 
FL learning,  but  also revealed some other  interesting information which  was  contrary to some 
popular opinions. For instance, the tests showed that, (1) “Meaning does not develop very greatly 
for those children who were not capable of immediate recognition and many of these children will 
never hit upon the right meaning no matter how often the picture is shown or what the teacher does 
to clarify the procedure” (ibid., 9); (2) “The average child quickly learns to give the correct verbal 
response to almost any stimulus, whether in imitation or question-and-answer exercises, without 
necessarily being aware of the meaning of the response” (ibid., 10); (3) Learners are not able to 
cope efficiently with two distinct thought processes simultaneously. They cannot easily focus their 
attention “on the acquisition of sentence-meaning whilst at the same time making efficient spoken 
imitation responses” (ibid., 10). All of these results have reminded us that meaning conveyance is 
not an optional part in FLT. On the contrary, any uncertainty of meaning may have a detrimental 
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effect on learners’ oral proficiency. Given the time and FL learning environment available to most 
FL learners, their MT, among all the means of meaning conveyance, is probably the most efficient 
one.
 The Time Factor
In a sense it is true that under a fixed teaching schedule, “every second spent using the L1 is a 
second not  spent  using  English  –  and every  second  counts”  (Atkinson,  1993:12).  But  Dodson 
calculated the time in another  way:  Under  the Direct  Method,  “the normal  amount  of  material 
taught in a grammar school would force the teacher to spend at least a quarter of his available time 
merely on the procedure of conveying meaning to his pupils” (Dodson, 1967:51). This great deal of 
time, “with no guarantee of absolute success at the end of it” (ibid., 51), can easily be saved by 
using the MT, and this amount of time can be much better used to let the learner make a large 
number  of  FL responses.  The meaning conveyance phase  is  of  importance if  the  learner  is  to 
proceed. However, the improvement of his oral proficiency does not depend on how the sentence-
meaning is recognised, “but on the number of times he says this sentence after he knows what it 
means” (ibid., 51). In other words, a learner makes more progress by saying the FL sentence (e.g. “I 
bet you don’t even know who’s the strongest”) for ten times than by listening to the sentence for ten 
times. Therefore, in terms of time allocation, the meaning conveyance phase should be made brief 
which can easily be achieved with the help of the MT. The focus of learning should be on the 
learner’s production of the FL, which will enable him to be independent of the help from the MT 
eventually.
In addition, the correlation between a learner’s contact time with the FL and his progress may differ 
at different learning levels. For beginners, their progress heavily relies on their understanding of the 
meaning  of  the  FL and  how  it  is  constructed.  Intermediate  learners  may  progress  faster  than 
beginners if they both are immersed in the target language for a certain period of time, say, three 
months. 
 An Aid for Bilingual Speakers
The purpose of bilingual teaching is not only to help people speak two languages, but also to help 
them become true bilingual speakers. The difference between these two groups of people is the skill 
of “cross-referencing”. 
“Cross-referencing”  is  an  outstanding  characteristic  of  natural  bilingual  speakers,  who feel  “at 
home” in both languages and cultures and are able to shift  between two languages swiftly and 
easily. The thinking process of a qualified interpreter is arguably the closest possible to that of a 
natural bilingual speaker. Natural bilinguals subconsciously learn the two languages in a favourable 
family or social environment, while FL learners must go through a series of intensive bilingual 
training  exercises  before  reaching  bilingualism.  The  use  of  the  MT  and  various  kinds  of 
interpretation and bilingual dictation exercises are vitally important in this training process. 
 A Stimulus for Active Participation
When a teacher has already tried his best to explain a word in L2 for a couple of minutes, the 
learners still look confused, then what should the teacher do next? Should he continue struggling 
with the L2 explanation or should he take a  short  cut by using the MT which can convey the 
meaning in a matter of seconds? The answer is obvious. 
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The above situation may be familiar to those teachers who use the “FL-only” approach to teach 
beginners. “It may be entertaining for the class to see its teacher undergoing agonizing contortions 
to  convey  the  meaning  of  particular  words  or  sentences,  but  this  activity  has  no  significant 
language-learning value” (ibid., 51). This is because, firstly, the learners do not understand what the 
teacher is saying in the FL, which means learning does not occur; secondly, the learners are not 
making any active speaking responses in the activity, so they are just passive listeners. These types 
of meaning-guessing activities can hardly stimulate learners, especially older learners, to take an 
active part in the learning process. Boredom can easily grow if older FL learners are treated like 
toddlers, because mature learners have very different learning requirements from those of young 
children. 
With the help of the MT, the teacher does not need to struggle for ages, without apparent success, 
just to introduce such conversational phrases as “Who cares anyway?”, or “I bet you don’t know”, 
or “but I do know”, which can be understood within half a minute if explained in the MT. Also, the 
teacher does not need to deliberately simplify the teaching content  and he can confidently use 
authentic materials that match the learners’ intellectual level to motivate their active participation in 
learning. Most FL learners come to the classroom with a strong desire of learning how to express 
themselves and how to deal with familiar situations in a new linguistic code, rather than learning 
how to grow up again.
In  Dodson’s  bilingual  method,  the  use  of  the  MT  is  evidently  encouraged,  but  not  without 
principles. The MT is not used as a fire extinguisher, only for emergencies, but used systematically 
and regularly for meaning conveyance as well as for cuing sentences. As we can see from the above 
presentation, the MT is used only in the first two phases of the PPP sequence, and a lesson cycle 
should always end up in monolingual situations where the MT is no longer heard. 
4.1.4 The Printed Word
The printed word here refers to a  printed text  presented simultaneously with the teacher’s  oral 
utterances in the imitation exercises (Phase 1, Step 2). The use of the printed word in teaching 
beginners was extensively tested by Dodson, and positive results were obtained. 
Based on his experimental data, Dodson (ibid., 15) concluded that the best possible combination of 
stimuli for the most efficient learning and consolidation of new FL materials is:
1. FL spoken stimulus
2. Mother-tongue equivalent for the acquisition of sentence-meaning
3. Pictures and other visual aids for the retention of sentence-meaning
4. Availability of FL printed word for improved imitation performance
In many FL classes at present, part 4 is often omitted when a new language material is presented to 
beginners. Dodson was probably the first educator who empirically proved the value of the printed 
word  in  FL  learning.  His  experimental  data  showed:  Learners  learn  more  rapidly  and  more 
confidently with the printed word than without;  the older the learner is,  the more valuable the 
printed word is; and the printed word is of great use even if the words and concepts are most simple. 
Although using the printed word is  nothing new in FLT,  it  is  important  to  point  out  here that 
traditionally it was the printed word rather than the teacher’s spoken sentences that was used as the 
main stimulus. However, in Dodson’s bilingual method, on all occasions the children are supposed 
to rely on the spoken stimulus given by the teacher, and the printed word is just a temporary aid. 
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 Benefits of the Printed Word
According to Dodson’s observation, for many a child, the main obstacle to fluent and accurate 
imitation is not only the inability of the child to understand the meaning of the sentence, but also his 
inability to sort out the tangle of detailed sentence elements, for example, how the words are spelt 
(the  spelling  of  a  word  can often  give  an  indication of  its  pronunciation),  how the  words  are 
positioned, where one word ends and the next begins, which word has endings, which word has a 
prefix and which has a suffix, and so on. To clear away these obstacles, learners need some visual 
aids to present these details of an utterance. Pictures or slides cannot satisfy this need, while the 
printed word can.   
In Dodson’s experiments, when English-speaking pupils imitated the German sentence “Hans steigt 
ein” (= Hans is boarding a bus, plane or ship, etc.), without the printed word, the sentence often 
tended to become distorted: “Hans streigt ein” (ibid., 19). With the printed word, these types of 
mistakes  can  easily  be  avoided.  The  printed  word  can  provide  unambiguous  information  for 
difficult phonemes. For instance, many Chinese learners have difficulties with the English sound 
“th” /θ/ or /ð/. When they pronounce it, they tend to replace it with /t/ or /d/. But when they are 
learning a word like  thick or  theatre, if they can see it at the same time, they will immediately 
realise that what they have just heard is not “t” /t/, but “th” /θ/. 
In the imitation experiments, Dodson also noticed that the children with the printed word were able 
to give fluent responses very soon after the stimulus from the teacher, while the children without the 
printed word often failed to do so. Similarly, some time after the imitation exercises, when the 
children were asked to say any sentences that came to their minds without the teacher’s stimulus, 
“they invariably spoke sentences belonging to the subsidiary situations learnt with the aid of the 
printed word” (ibid., 23). These observations clearly show that the printed word can help learners 
assimilate  information rapidly  from an oral  stimulus,  so  that  they  can quickly  and confidently 
imitate any sentence in one flow. In the meantime, the sentences learnt with the printed word are 
more securely consolidated than those learnt without it. 
Dodson  also  explained  why  the  timely  presence  of  the  printed  word  can  make  a  significant 
difference in the learners’ FL output. “An accurate sound image of intonation, stressing, speed of 
delivery, correct pronunciation and the total sound pattern of a sentence spoken by the teacher can 
be retained for five to ten seconds before fading” (ibid., 19). In other words, a sentence which has 
just been said by the teacher may very quickly fade out and become traceless in the learners’ minds, 
if they do not repeat the sentence within ten seconds. The teacher will then have to start the process 
again to refresh the memory. All the previous time and effort spent on the sentence will then have 
been wasted, and it is no doubt that the pace of the lesson will be held up. If the printed word is 
provided  on  time,  a  considerable  amount  of  time  will  be  saved  and  be  available  for  other 
communicative activities. 
The  printed  word  can  be  vitally  important  especially  for  Western  learners  of  some  “remote” 
languages  such  as  Chinese.  Chinese  is  a  language  with  intonations,  which  are  so  subtle  that 
sometimes even native Chinese people (especially the people with a strong local accent) may easily 
get the tones wrong if the tones are not specially clarified. This is because almost every Chinese 
syllable can be marked with five tones, and each tone corresponds to one or several meanings. For 
example, a very common Chinese syllable “ma23” can be marked as follows:
23 Each syllable, with the same intonation, normally has more than one corresponding Chinese character (the writing system), and each character 
has more than one meaning. To specify a particular meaning, a syllable, an intonation, a character and a context all have to be combined together. 
Here, under each intonation, only the most commonly used meaning is chosen.   
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mā (flat tone) – 妈 meaning: “mother”
má (rising tone) – 麻 meaning: “hemp” or “torpid”
mǎ (first falling tone – then rising tone) – 马 meaning: “horse”
mà (falling tone) – 骂 meaning: “scold”
ma (neutral or light tone) – 吗 meaning: a question particle, no substantial meaning
The auditory difference between the tones is often not very obvious, especially for the listeners 
whose ears have never been tuned to these tones. It can be well imagined that how difficult it can be 
for the learners of Chinese to recognise the intonations without actually seeing them, especially at 
the beginning of their language learning. With the help of the printed word (the printed “pinyin” to 
present pronunciation and the printed characters to present meaning, because the Chinese language 
has separate systems for pronunciation and meaning), possible ambiguity can be reduced to a bare 
minimum.  
Another  factor  contributing to the importance of the printed word is  the learning habits  of the 
learners,  which  are  often  closely  related  to  their  age  and  cultural  background.  Dodson  (1967) 
noticed in his experiment that learners showed an increasing preference to the printed word as they 
grew older. Similarly, it is also often the case that learners from some cultures prefer seeing than 
hearing. As the proverb suggests, “words are but wind, but seeing is believing”. For example, many 
Asian students dislike ambiguity and uncertainty, and they prefer accuracy and clarity. They often 
find it hard to follow the teacher in class if instructions or messages are given only verbally. They 
have a strong visual preference, and a strong desire for clarity. In this case, the printed word will be 
“the one stone” to “kill two birds” – not only help learners learn faster with more accuracy, but also 
bring them the cultural satisfaction. 
Dodson’s work on the printed word has also been tested worldwide, for instance, in Germany by 
Schiffler (1971), Holz (1975) and Butzkamm (1980), in Sweden by Lindell (1971), and in Egypt by 
Zidan (1982). All of these experiments have yielded a rather similar result: The printed word, when 
used with caution, has a positive impact, especially on beginners’ FL learning. 
4.1.5 Further Developments of Dodson’s Bilingual Method
 Medium-oriented Communication versus Message-oriented Communication
Dodson  and  Butzkamm  (1980)  drew  the  distinction  between  medium-  and  message-oriented 
communication. The former is a lower level of communication which focuses on the form rather 
than the content of the FL, namely, on how to use a particular structure to convey a message rather 
than on the message itself.  The latter is a higher level of communication which focuses on the 
content of the message and on how to satisfy the non-linguistic needs of learners (e.g. curiosity, 
opinions, suggestions, agreements and contradictions). As Butzkamm (1984:7) explains,
Rightly understood, the essence of the distinction refers to the underlying intention of the speaker, or to the 
“illocutionary force” of an utterance. Suppose a learner says “If the sun shines, we can go out.” This is medium-
oriented, if the learner merely wants to practice his English or to show how well he can handle a particular 
structure.  But  if  this  utterance  is  meant  seriously  as  a  possible  suggestion for  what  could be  done  in  this 
particular situation, this would be an instance of message-oriented communication.
Medium-oriented communication is an integral activity of every lesson cycle, but it cannot by itself 
help learners develop communicative competence. Message-oriented communication is the key to 
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develop this competence. It is thus very important that the teacher can create some situations that 
shift the learning focus from linguistic needs to communicative needs. In a productive FL class, the 
medium-  and  message-oriented  communication  should  be  distinguished  as  well  as  integrated. 
However,  in  reality,  “in  most  of  our  language lessons,  the  medium  is the  message  and this  is 
precisely  the  obstacle  which  has  prevented us  for  so  long from giving our  pupils  a  chance to 
become communicatively competent” (Dodson,  1985:179).  That  is  to say,  very often classroom 
teaching focuses only on the language itself, rather than on communication. For example,
Student: The soup was too hot. I hurt my tongue badly. 
Teacher: Very good. Next one ...
This  example very much resembles the common interactions going on in many FL classrooms 
nowadays, in which linguistic structure outweighs communicative content. In real communication, 
one would hardly ever react to the statement “I hurt my tongue badly” with “very good”. It is 
obvious that  the  sole  focus  of  this  conversation is  the automatisation of  the  structure,  and the 
interaction degenerates into mechanical exchange, in which language is an aim in itself, rather than 
being a tool for real communication. This is, however, not to say that medium orientation is a bad 
thing  and  only  message  orientation  is  good.  Medium orientation  is  absolutely  necessary  when 
introducing new language items, but it should always give way to message orientation whenever the 
learners  are  ready to  move  to  the  next  phase  of  learning.  In  addition,  teachers  should  always 
remember: (1) Beginners should not merely engage in medium-oriented communication, but also be 
introduced to message-oriented communication at appropriate times. (2) Learners should not be 
dragged into the higher level of communication if they are not really ready for it yet due to lack of 
the practice at lower levels.
 Worldwide Testing of the Bilingual Method 
It is not so common in the field of FLT that researchers try to replicate the exact experiment of other 
researchers. But it  did happen in Japan where a group of Japanese researchers tested Dodson’s 
bilingual method with 73 Japanese learners aged 12-13 (Ishii et al., 1979). Dodson had found that 
the group who were taught FL sentences with a combination of four means – FL spoken stimulus, 
MT equivalent, picture and the FL printed word – distinctly outperformed other groups. Similar 
results were obtained in the Japanese project, which once again proved the validity of Dodson’s 
arguments. 
By skilfully combining learners’ MT with the target FL, Dodson’s solutions to some common FL 
problems were simple, flexible and effective. This feasible alternative in language teaching has 
existed  for  four  decades,  however,  it  has  hardly  been  seriously  considered  and  valued  by  the 
mainstream. Notwithstanding, there is still a relatively small number of educators around the world 
who really appreciated Dodson’s work, such as Butzkamm (see section 4.2 for details), Caldwell 
(1990),  Kaczmarski  (1988),  Kasjan  (1995,  1996),  Meijer  (1974),  Sastri  (1970),  and  Walatara 
(1973). Among them, Meijer (1974) conducted a one-year-long study with 60 Dutch teenagers who 
were in their first year of French. After aptitude and proficiency tests on verbal intelligence and MT 
skills, two experimental classes of 30 pupils each were formed. One class was taught bilingually, 
and the other one was taught monolingually. The bilingual class was found to have acquired more 
knowledge of the FL and more skills to apply the FL in different situations. The bilingual procedure 
of meaning conveyance appeared to have been more effective than the monolingual procedure. The 
most  striking  finding  from  the  error  analysis  of  the  final  test  battery  was  that  “the  external-
interference errors quotients in the monolingual class were even higher than the bilingual class” 
(1974:367).  This  finding rejected the hypothesis  that  MT meaning conveyance engenders  more 
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interference errors.
4.2 Butzkamm and the Bilingual Method
Butzkamm brings further developments to the bilingual method initiated by Dodson and makes it 
more convincing, more comprehensive and more accessible for grass-roots teachers.
More than three decades ago, still working as a secondary school teacher, Butzkamm came across 
C. J. Dodson’s book (1967) Language Teaching and the Bilingual Method. He immediately started 
putting Dodson’s ideas to the test. At the time, he taught four parallel classes in their first year of 
English, which was ideal for comparing and contrasting different methodologies. As Butzkamm 
recalls later on his personal web page24, “I didn’t take long to find out that Dodson’s techniques 
worked better than those propounded by the audio-visualists. [...] After thirty years of keeping a 
watchful eye on all the literature and the research pertaining to the role of L1 in the context of 
foreign language teaching, [...] I am still struck by the truth revealed to me by C. J. Dodson, [...] I 
am as convinced as ever that Dodson was right”. Having worked on the cause of bilingual language 
teaching for all his professional life, Butzkamm has greatly enriched the bilingual method, both 
theoretically and practically, by providing teachers with many more feasible and effective solutions 
to FLT. 
4.2.1 Dual Comprehension: Functional and Structural Transparency 
“Humans  acquire  language  in  only  one  way  –  by  understanding  messages,  or  by  receiving 
comprehensible  input”  (Krashen,  1985:2).  This  statement  sounds  like  a  universal  truth,  an 
unassailable argument, and “comprehensible input” became a hallmark of Krashen’s theory. In fact, 
it goes without saying that a language will never be acquired if the messages are not understood. 
One can never learn Russian by just listening to a Russian radio, even every day all day long. When 
the input, even large amounts of it, is not comprehensible, learning does not come about. This is 
because the sound cannot be decoded as a language, but only received as white noise. Nevertheless, 
credit should be given to Krashen because it was he who drew people’s attention to this common 
sense.
“Comprehensible input” is, no doubt, an indispensable prerequisite for language acquisition. But 
when the matter is examined more closely, we cannot help asking ourselves: Is comprehensible 
input  the  only  requirement  in  language  acquisition?  Is  language  acquisition  only  a  receptive 
process? Has Krashen overlooked something? 
Communication includes both understanding and responding. Understanding what is meant, or what 
Krashen calls “comprehensible input”, is therefore only half the battle. To be able to fully engage in 
real-life communication, a learner must also know how to express himself in the target language. In 
order to express oneself, a learner needs to know not only what is meant but also how it is said. 
Butzkamm proposes that language acquisition occurs through a two-level mechanism, which he 
terms “dual comprehension”. For tourists it might be sufficient to understand just what is meant. 
They may be able to communicate with local people by using their phrase-books to state their 
needs,  provided  they  can  understand  the  answers.  If  they  do,  their  communicative  needs  are 
satisfied for the moment. But for FL learners who want to systematically learn a language and use it 
24 The link is: http://www.fremdsprachendidaktik.rwth-aachen.de/Ww/changed.html
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productively, they also have to know how things are actually – and quite literally – said. The teacher 
should make not only the meaning but also the structure comprehensible to the learners. Butzkamm 
(2001:149-150) presents the cases with the following example when the structural transparency is 
requisite.
In the case of foreign languages closely related to our own, these two types of understanding – let us call them 
functional and formal – are often confused. Let us consider them with respect to the French s’il vous plaît. From 
an English point of view, functional meaning and formal meaning differ: when someone hears s’il vous plaît for 
the first time, they might think that,  like its English equivalent, it  is a single word, but with three syllables 
instead of one. Only when seen in writing does it become clear that the French word for “please” consists of four 
parts:
s (i) il vous plaît  
If it you pleases
Do we need to know this? Not if all we want to do is ask for something politely. We understand the expression 
correctly, and we can use it  correctly. It is sufficient to know the functional meaning of the formulation. Its 
structure – its formal meaning – is only of interest if we want to acquire a good level of fluency in the foreign 
language, instead of just making ourselves understood at the present moment. Then we can apply our insight into 
the form, and create utterances which follow the same pattern such as “si l’hôtel vous plaît”, “if you like the 
hotel”; and “si le vin vous plaît”, “if you like the wine”.
So, to be able to create their own FL utterances, learners do need to know how the language is 
constructed. The structural transparency or the understanding of FL forms is the part overlooked by 
Krashen. There are various ways of achieving structural transparency (e.g. MT mirroring, lateral 
reading, translation), which are presented later in this chapter. All in all, the dual-comprehension 
mechanism clarifies the fundamentals of how a FL is really learned. 
To sum up: Simple understanding from the context of the situation does not lead the language learner far enough. 
We can retain  useful  formulas,  which,  however,  as  structures,  are  non-existent  for  us.  Comprehension and 
acquisition cannot be the same. Only to the extent that we understand both meaning and form can we turn input 
into intake which can be processed syntactically. Only then can we make utterances of our own which we have 
never heard before. Structure, in other words, “grammar”, makes languages learnable, otherwise we would face 
an insurmountable mountain of sheer memorising (Butzkamm and Caldwell, 2009:53-54).
When speaking of how dual comprehension can make a difference in learners’ FL production, I 
have some first-hand personal experience. Two years ago, when I spent a holiday in China together 
with one of my German friends, he learned some Chinese phrases such as25,
nǐhǎo (hello/*you good), xièxiè (thank you/*thank thank), qǐng zuò (sit down please/*please sit), wǒ è le (I’m 
hungry/*I hungry + particle “le”), wǒ bǎo le (I’m full/*I full + particle “le”), hǎo chī (delicious/*good eat, nice 
taste) ...
For these phrases, he did not ask me to explain how they were composed. He remembered them 
only by the sound, and attached them always to situations. After several times of imitation and 
practice, he could understand and use them quite well, but he could not use these phrases to create 
new ones. In fact, some of these short phrases can be modified and easily applied to many other 
situations. For example, 
hǎo chī = * good eat (it tastes nice, it’s delicious)
There are many similar phrases in Chinese, such as,
25 Mirrored sentences are marked with an asterisk. The idiomatic translations are in italics. The same rule is also applied in the examples in section  
4.2.2. 
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hǎo hē = * good drink (it’s nice, only refers to drinks)
hǎo wén = * good smell (it smells nice)
hǎo kàn = * good look (it looks nice)
hǎo tīng = * good listen (it’s nice, only refers to sounds, e.g. music, voice)
As a tourist, he was not really interested in learning much of the Chinese language. However, for 
one sentence, he specially asked me to analyse it  in detail,  so that he could express himself in 
different situations with the same pattern. 
The sentence was: wǒ xiǎng yào yī bēi píjiǔ.
          * I      want      have     one     glass       beer. 
          I want a glass of beer. / I’d like to have a glass of beer. 
He further asked me to teach him some other words in Chinese: numbers 1-10, bottle, water, bread, 
you, and so on. Soon, he was able to construct sentences as follows:
wǒ xiǎng yào liǎng píng píjiǔ. (I want two bottles of beer.)
wǒ xiǎng yào yī kuài miànbāo. (I want a piece of bread.)
wǒ xiǎng hē shuǐ. (I want some water.)
nǐ xiǎng yào yī bēi píjiǔ ma? (Do you want a glass of beer?)
nǐ xiǎng hē yī bēi chá ma? (Do you want a cup of tea?)
It is clearly shown in the experience we had in China that dual comprehension can indeed make a 
difference in a learner’s FL production. When my friend only knew what a Chinese utterance meant, 
he could hardly be creative in terms of making new combinations out of what he just understood. In 
contrast, when he knew not only what it meant but also how it was said, he could easily create new 
expressions of his own to fit into different situations. 
4.2.2 Mother Tongue Mirroring
Butzkamm is one of the very few educators who strongly recommends the usefulness of “mother 
tongue mirroring”. It is defined by Butzkamm and Caldwell (2009:106) as “literal translations and 
adaptations with a view to making the foreign structures salient and transparent to learners”. Literal 
translation  was  used  too  often  in  the  past,  and  too  often  in  an  inefficient  or  even  a  counter-
productive way as interlinear versions of the original texts. Therefore, as a result of its notorious 
legacy, literal translation is rarely seen in modern FL classrooms.
Butzkamm and Caldwell have re-discovered the value of this “old-fashioned” technique, and they 
suggest  using it  only in  a  positive  way.  MT mirroring is  basically a  word-for-word translation 
technique, but it clearly differentiates itself from the traditional word-for-word literal translation in 
the Grammar-translation Method by emphasising prudence and principle in its use. 
Firstly, mirroring should be used very selectively and briefly only on the following occasions: (1) A 
new structure or pattern is introduced to the learners for the first time. (2) The structure of the FL 
(e.g.  syntax, word formation, idiomatic phrases) is different from that of learners’ MT. (3) The 
free/idiomatic  translation  fails  to  provide  structural  transparency  of  the  FL.  Below are  some 
examples26 when MT mirroring is suggested to apply (in all examples in this section, the assumed 
FL is English and the assumed MT is Chinese):
26 In all  examples in this section,  for the convenience of the readers who have no knowledge of the Chinese language,  the Chinese mirrored 
sentences are translated back into English and are enclosed in brackets. 
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FL: He was asked by his brother to keep the secret. 
MT:    *他 被 要求 被 他哥哥 保守 这个秘密。
他哥哥 让 他 保守 这个秘密。
           (His brother let him keep the secret.) 
FL: He is the person I admire most.
MT:     *他 是 这个人 我 钦佩 最。
他 是 我 最 钦佩的 人。
           (He is I most admire person) 
        
FL: She is old enough to go to school.
MT:    *她 是 大 足够 去上学。
她 到了 上学的 年龄。
           (She reaches go to school age.) 
FL: The soup is too hot to drink.
MT:    *这汤 是 太热， 被喝。
这汤 太热了， 不能 喝。
           (The soup too hot, can’t drink.) 
FL: Will you go to Berlin tomorrow?
MT: *助动词 你 去柏林 明天? 
你 明天 去柏林 吗? 
(You tomorrow go to Berlin ma [interrogative ending]?) 
FL: He did not come yesterday.
MT: *他 助动词 没 来 昨天。
他 昨天 没 来。
(He yesterday not come.) 
FL: flowerpot teapot coffee-pot lobster-pot pot of paint
MT: *花容器 茶容器 咖啡容器 龙虾容器 油漆的容器
花盆 茶壶 咖啡壶 捕虾笼 油漆桶
(These examples illustrate that word formation rules vary widely across languages.)
Secondly, mirroring can be more than word-for-word translation. It can catch grammatical details 
even down to the level of morphemes. For example, 
FL: The farmers gave these students a lot of tomatoes and potatoes. 
MT: * 农民 s 给了 这些学生 s 很多 西红柿 es 和土豆 es。
农民们 给了 这些学生们 很多西红柿和土豆。
(Farmers give past-tense marker these students a lot of tomato and potato.) 
Thirdly, mirroring can also be less than word-for-word translation. It is not necessary to mirror 
every single word of a phrase or a sentence. For instance,  
FL: It was he who was praised by the boss.
MT: *就是 he 那个人/的人 was praised by the boss. 
 就是他 被老板表扬了。/ 他就是 被老板表扬 的那个人。
 ([It] was he was praised by the boss. / He was   was praised by the boss that person.)
If the learners have already learned the passive voice and the past tense by the time when the above 
structure is introduced to them, the known part – “was praised by the boss” – does not need to be 
mirrored then, because mirroring should focus only on the new features of a given structure.  
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 Mirroring + Substitution Drills
With the help of mirroring, FL phrases are no longer seen as a twisted and tangled mess. Each word 
is recognised as a separate component with a very clear meaning and function. The overall meaning 
and  construction  of  a  sentence  is  transparent.  Only  this  kind  of  double  understanding  enables 
learners to create innumerable novel sentences by combining a finite stock of words or word groups 
again and again. This ability of human beings to “generate an infinite number of sentences from a 
finite grammatical competence” is referred to as “the generative principle” (Butzkamm, 2004:232). 
Through the generative power of language, we can “make infinite use of finite means” to “produce 
both thoughts and speech” (Humboldt 1963, cited in Byram, 2004:233).  For example, after being 
presented how the attributive clause He is the person I admire most is composed, learners will soon 
be able to produce the following variations: 
He is the person I admire most.
He is the person I like most. 
He is the person I dislike most.
He is the person I hate most. 
He is the person I love most.
Who is the person you admire most?
Who is the person you hate most?
Who is the person you love most?
She is the person I get along well with.
She is the one I can trust. 
They are the friends we can trust.
I am the one you can rely on. 
......
 Why Mother Tongue Mirroring?
Why is MT mirroring beneficial? The short  answer is:  It  is  a time-saving as  well  as an error-
avoiding technique. If given sufficient amounts of comprehensible input, learners themselves may 
sooner or later figure out the differences between the FL and their MT. However, mirroring shortens 
this process and makes it happen sooner rather than later. With the help of mirroring, the FL can be 
presented with the highest clarity and transparency in the most economical way, which is especially 
appreciated by beginners.  
Many errors in learners’ FL expressions resemble the grammatical construction of their MT. Some 
of  them are  simply  literal  translations  from the  MT into  the  FL.  For  instance,  “Chinglish”  (a 
“mixed” form of Chinese and English, which are literal translations of Chinese expressions into 
English in very awkward ways) can frequently be seen and heard in China. The messages usually 
get lost, and the results can be amusing, but more often can be utterly perplexing – it is sometimes 
almost impossible for English-speakers to figure out what these expressions actually mean. Below 
are some examples: 
(Chinglish) (Standard English)
Welcome Again!/Welcome Next Time! See you again! (a sign at the exit of a restaurant 
or a tourist attraction)
convenient noodles instant noodles
Travellers stop walking! Restricted area to visitors
Prohibit smoking! No smoking!
complaint telephone complaint hotline
101
Chapter 4 Open the Door to English with Your Native Language: A Collection of Principled Eclectic Teaching Techniques
Carefully Do Not Have to Meet Head! Mind your head!
Male man toilet Male/Gentleman (Toilet)
To run business Open (business)
To rest Closed (business)
Racist Park Ethnic Minorities Park
white open water boiled water
X (name) Bank X (district) Cent Company X Bank X Branch
Machine Room Heavy Place Strictly Prohibit Enter Do Not Enter! (a warning outside engine rooms)
Please Along Hand Close Door. Thanks Coordination! Please close the door behind you. Thank you!
people mountain, people sea. a huge crowd
assorted wild bacteria a dish which contains a variety of mushrooms
We all know the old saying “Fight fire with fire”. MT mirroring is basically a technique that brings 
the differences between learners’ MT and the FL to light through comparison and contrast so as to 
show the learners where the transfers are most likely to appear. When language traps are uncovered, 
many probable slips in FL production may be carefully avoided. Mirroring is doing exactly the trap-
locating job. If these traps are shown to the learners in the initial stages of their learning, their 
awareness of the differences between the two languages will be raised early enough to prevent them 
from imposing the syntactic construction of their MT onto their FL production in the development 
of their interlanguage. Otherwise, learners will very likely get them wrong from the beginning of 
their  learning and continue using  the  wrong  expressions.  These  errors  may potentially  become 
fossilised in their interlanguage and will be extremely difficult to get rid of in the later stages of 
learning. 
Some teachers probably worry that mirroring may result in overusing the MT. In fact, this would 
not be the case as long as the MT mirroring is well prepared, and as long as it is only presented at 
the  first  encounter  of  a  new structure  or  expression.  When the  mystery  of  word  formation  or 
sentence building of the FL is unravelled, the MT mirroring text will be moved away from the 
learners’ sight. It will soon be out of their minds too, because the MT is used only for a very short 
time and the FL is always the main medium in classroom communication. 
In addition, because the FL structure is unequivocally elucidated by being mirrored with the MT, 
grammatical explanations can be greatly reduced. 
Mirroring shows learners the oddity of some FL structures, while it may also help learners become 
aware  of  the  oddity  and  inconsistency  of  their  own  language,  perhaps  for  the  first  time.  For 
example, to many Chinese learners, some structures in English (e.g. tenses, clauses and subject-verb 
agreement)  are  complicated  to  handle  (see  Example  1,  2,  3  below).  Nonetheless,  the  English 
language  is  in  many  cases  much  more  compact  and  concise  than  the  Chinese  language  (see 
Example 4, 5 below). In this way, mirroring may help enhance mutual understanding and respect 
between people of different languages. 
Examples
English Chinese (Mirroring back to English)
1. I’ll go to the cinema tomorrow. 
    I went to the cinema yesterday. 
    I’ve been to the cinema recently.
明天我去看电影。
昨天我去看电影了。
最近我去看过电影。
= Tomorrow I go to the cinema.
= Yesterday I go to the cinema [particle le27].
= Recently I go [particle guò28] to the cinema.
2. This is the athlete who has won three 
Olympic gold medals. 
这就是那个已经赢得三块奥运金牌的
运动员。
= This is the has won three Olympic gold medals 
athlete.
27 le is a sentence-final particle that is used to indicate the past tense. 
28 guò is a particle that is used to indicate the past perfect tense. 
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3. I speak fluent Chinese.
   He/She speaks fluent Chinese. 
我说一口流利的中文。
他说一口流利的中文。
= I speak a mouth fluent Chinese.
= He/She speak a mouth fluent Chinese.
4. We are thrilled at the good news. a. 我们为这个好消息而激动不已。/
b. 听到这个好消息，我们激动不
已。
= we feel very thrilled because of the good news. /
= When we hear the good news, we are thrilled.
5. He is too strong to defeat. 他太强壮了，无人能敌。 = He is too strong, and nobody can defeat him.
 Things to Be Cautious of
Although  MT mirroring  can  be  “highly  effective”  (Butzkamm,  2001:154)  and  has  the  “huge 
advantage” (Butzkamm and Caldwell, 2009:109) of making FL structures clear and salient, teachers 
should always be cautious that it should not be overused. Butzkamm and Caldwell (ibid.) list some 
occasions, where mirroring is not necessary: 
1. Mirroring is not always needed, especially when a FL expression and a MT expression are 
identical in structure. Mirroring is beneficial only when the idiomatic translation is unable to 
offer structural clarity. For example, in the following cases, mirroring is then superfluous.
I love you.
(idiomatic) 我 爱 你.
(literal) 我 爱 你.
I like all kinds of flowers. 
(idiomatic) 我 喜欢 各种各样的 花.
(literal) 我 喜欢 各种各样的 花.
 
2. Even  though  the  structure  of  the  two  languages  is  different,  as  long  as  the  structural 
difference between them is sufficiently clear, mirroring is also unnecessary. For instance, in 
the following phrase, the position of “one of” in English sentences (which is in reversed 
order  position  to  that  in  the  Chinese  language)  is  obvious,  thus  it  does  not  need to  be 
mirrored. 
one of the best writers
(idiomatic) 最好的作家之一  (= the best writers one of)
(literal) 之一最好的作家 (= one of the best writers)
3. Continuous  literal  translations,  especially  as  interlinear  versions  inserted  in  a  whole 
paragraph or even in a whole text, may be as difficult to understand as the original. In this 
case,  when  literal  translation  causes  more  confusion  than  clarity,  it  is  then  counter-
productive and should be avoided. Mirroring is suitable for individual sentences or word 
groups, not for long texts. Overusing the mirroring technique is certainly not advisable. 
4. As a didactic device, literal translation should be used less and less as learners progress, and 
should be restricted to those structures which they are about to learn.
4.2.3 Reading 
Reading  is  the  part  that  Dodson  did  not  specially  emphasise  in  his  bilingual  method,  while 
Butzkamm  has  filled  the  gap.  Butzkamm  strongly  believes  that  reading  plays  a  particularly 
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important role in maximising input in FL learning. Where there is little reading, there will be little 
language learning. 
One of the biggest obstacles of preventing some excellent and authentic texts from being used by 
teachers in class and by learners after class is the high difficulty of the texts, which require too 
much time and effort to go through and are simply unsuitable for language teaching and learning. 
Butzkamm (2003:34) suggests that “there are various ways in which MT aids can stimulate students 
to read authentic texts which might seem too daunting if such support were not provided”. These 
MT techniques “allow teachers to use richer, more authentic texts” and “allow pupils to tackle more 
difficult texts sooner”, which means “more comprehensible input and faster acquisition” (ibid., 34). 
The  following  section  presents  some handy  techniques  which  can  help  with  reading,  so  as  to 
accelerate learning. 
 Teacher’s Story Reading to the Class
When children are learning their first language, regular bedtime reading contributes tremendously 
to their linguistic growth, and it is at the same time also a highly enjoyable event for them. Then, 
why don’t we introduce similar activities into language classrooms? Story reading is often squeezed 
out of FL classrooms and gives way to other activities, although it is a very important means to 
consolidate learning, even if the reading session is as short as five minutes. 
Stories must be carefully chosen, ideally, from the following three categories: (1) The FL translation 
of some well-known stories from learners’ native culture. These stories should be so popular among 
the  learners  that  they  can  even  retell  the  plots  by  heart.  (2)  Well-known stories  from foreign 
cultures. Fables and fairy tales belong to this category. Learners normally know the plots very well 
from reading or watching the MT version of these stories. (3) A story or a story series with exciting 
twists and turns, such as Sherlock Holmes stories. Learners will follow these stories attentively with 
anticipation and exhilaration. 
There are various reading techniques. The following three can easily be applied in different teaching 
situations with impressively positive results. 
a. Story in Halves (MT + FL / FL + MT)
The teacher tells a story in two halves, the first half in the MT and the second half in the FL. 
Students are divided into groups. They can take notes while listening to the story and retell the story 
together with other group members. Then the teacher tells the story again, but this time the first half 
is  in  the FL and the second half in  the MT, so that the students can check whether  they have 
understood the story correctly (Deller and Rinvolucri, 2002).
b. Story Using the Sandwich Technique for Meaning Conveyance (FL-MT-FL)
This kind of reading will produce the best results with stories from category 3. Learners will follow 
the story closely, and try to understand its plots with their imagination and with the aid of their MT. 
Below is an example of the sandwich technique (adapted from “Bookworm” Reading Series: Henry 
VIII and His Six Wives).
Teacher: Today, we’ll get to know a king of England, King Henry the Eighth. He was famous for many things, 
one of which was that he had six wives. He was not a kind husband. People said that when he was looking for a 
new wife, careful fathers took their daughters away from the palace – 王宫 – palace. They did not want the King 
to choose their daughter to be the next Queen, because some of his Queens had very short and unhappy lives. 
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Then, why did King Henry divorce – 离婚  –  divorce two wives, and kill two others? What were his wives really 
like? Soon, we’ll find out the answers and much more. Catherine Parr was King Henry’s sixth wife. She was still 
alive after the King’s death. One day she went back to the palace and found a box of old letters written to the 
King – one from each of the first five wives. Now, the story starts: 
My name is Catherine Parr. A month ago I was the Queen of England, the wife of King Henry the Eighth. Two 
days ago, on 16th February 1547, I went back to the palace of Whitehall – 白厅，王宫的名字  – Whitehall, which 
was once my home. I wanted to take my letters and books and bring them back to my house. 
Margaret, my new maid – 侍女   – maid, came to the palace with me. She’s very young and doesn’t know a lot  
about the world. Perhaps I was like her when I was twelve. I, too, was always asking questions and wanting 
answers immediately – 立刻，马上  – immediately.
When we arrived at the palace, it was cold and dark. We walked into Henry’s room. I sat down in one of Henry’s  
large chairs in front of his wooden writing desk and looked at the pictures around the room. Next to me there  
was a big picture of Henry, when he was young. He was very handsome – 英俊，漂亮，用来形容男子  – handsome,  
not like the fat old man he was later. [...]
The amount of the MT to be used in a story completely depends on the learners’ level. The basic 
principle of the sandwich-story technique is to choose a story suitable for the learners’ level and 
embedded with as little the MT as possible. The MT insertions should be minimised, so as to reduce 
the breaks in the natural flow of a story and in the continuity of students’ thinking. 
 Learners’ Own Reading 
In addition to the teacher’s story reading, reading on their own is another activity that learners often 
enjoy very much and should be encouraged. Many FL learners may have experienced the nuisance 
that even after many years of FL learning they still cannot read their favourite stories or the latest 
news in the target language. There are of course various causes of this annoyance, but one of the 
most likely reasons among most learners is that the reading materials are far beyond their current 
level. However, this by no means implies that reading has to be postponed and learners have to 
endure an indefinite period of waiting before they can enjoy reading in the FL. Butzkamm and 
Caldwell (2009) recommend some alternative strategies that will bring the enjoyment of reading to 
FL learners from the beginning of their learning.  
a. Re-reading (MT-FL)
Whether children, teenagers or adults, people of all ages have some favourite foreign literature. 
Books such as One Thousand and One Nights, Harry Potter, The Lord of the Rings, and the works 
from the Brothers Grimm, Shakespeare, Mark Twain, Dickens and so on, all enjoy huge popularity 
across the globe. Learners can benefit a lot from re-reading their favourite books in the FL, which 
they have already read in their MT. Although the reading at the beginning can be slow and difficult, 
progress will soon be obvious as the reading proceeds, because the learners are immersed in a sea of 
vocabulary, expressions, structures as well as cultural information. Every page they turn is filled 
with joy and a sense of achievement, which will be a great encouragement to them to make further 
progress. Butzkamm has collected some reports from his learners of their enjoyable experience with 
the re-reading strategy. For example, a German university student recalls,
At first, I only read books I had often read in German. Although I nearly knew them by heart, I impatiently 
stumbled through those passages that I  did not  remember or that  had been cut out  by the translator.  Anne. 
(Butzkamm, 2005:92)
b. Lateral Reading (FL + MT)
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Lateral reading (also called “parallel reading”) is a reading strategy in FL learning, with a FL text 
on the left-hand page and the MT translation on the right-hand page. Based on their individual level, 
learners can read sentence by sentence, or paragraph by paragraph, first in the FL, then in the MT, 
and once  again  in  the  FL.  Reading in  this  way,  learners  at  lower  levels  can promptly  receive 
comprehensible input and overcome understanding hurdles. They can “proceed faster by alternating 
between  the  original  only  and  the  original  plus  the  translation”  (Butzkamm  and  Caldwell, 
2009:185). Lateral reading goes from the FL to the MT, and again back to the FL. In this process, 
the MT plays no other role than being a meaning conveyor, and the focus is no doubt on the FL. 
Therefore, no negative interference from the MT is likely to remain in the learning. 
The advantages of lateral texts are not restricted to reading only. Butzkamm and Caldwell (ibid.) 
also recommend some other activities using lateral texts. (1) After the learners have picked up some 
idiomatic  expressions  and  sentence  patterns  as  well  as  new  vocabulary  from  the  FL text,  a 
translation or an interpretation activity can be conducted. (2) The teacher can slowly read out the 
MT text while the learners read the FL text silently. (3) Learners can also use lateral texts to conduct 
the “story in halves” activity among themselves. Teachers can prepare lateral reading texts on their 
own or use ready-made ones. For instance, teachers in China have a range of choices of bilingual 
reading materials, which are widely available in China’s book stores or online shops (see section 
4.7.2 for details). 
c. Dual-language-mix Stories
In all  of  the reading strategies and techniques mentioned above, learners’ MT always acts as a 
meaning conveyor, a translator of the FL. However, there is another type of story telling, in which 
the MT is interwoven with the FL as part of a narration or a conversation. O’Sullivan and Rösler are 
the pioneer authors  of such language-mix book series. Their stories “usually involve encounters 
between  English  and German  teenagers  who sometimes  try  to  speak  the  partner  language  but 
generally stick to their own language and practise a sort of receptive bilingualism” (Butzkamm, 
2003:34). Not only what they say, but also what they do and think in the stories are presented in 
their MT. What is said by one person in one language is often explained or paraphrased but not 
directly translated by another person in another language. The following is an excerpt of one of 
their stories (adapted from O’Sullivan and Rösler, 1986:12, and the Chinese translation is added by 
the author of this dissertation). 
She marched straight up to him. 
“Was willst du?” (“你到底想干什么?”), she demanded.
Edzard wurde rot. “Wie meinst du das, was will ich? Ich habe doch gar nichts gesagt.” (Edzard 脸红了。“你这是什
么意思，什么叫我想干什么？我可什么也没有说呀。”)
...
“Sorry”, entschuldigte sich Edzard. Er zögerte einem Moment. (Edzard 向 Fiona 道歉。他停顿了片刻。) “I didn’t 
want to make you sick”, fuhr er fort. (他解释道。) Fiona had to smile. “Make me sick? What do you mean?”
“Verstehst du mich, wenn ich Deutsch rede?”, fragte er zurück. (“我说德语，你能听懂吗？” 他反问道。)
“Yeah, more or less.”
“Ich wollte sagen, daß ich dich nicht kränken wollte.” (“我是想说，我并不想惹你不高兴。”)
“You didn’t want to annoy me. OK, but then why were you following me?” 
If a teacher still worries that learners may be lazy in lateral reading by sticking to the MT translation 
only without referring to the FL, then this kind of dual-language-mix story is exactly the right 
prescription for this problem. When reading such stories, there is no way of skipping the FL and 
sticking to the MT only, if the reader wants to understand the plots. Teachers can easily produce 
such texts on their own if story books of this kind are not available locally. Dual-language-mix 
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stories are favourably endorsed by Butzkamm. Those of his students who had read such stories were 
“enthusiastic  about  them”  (2003:34).  It  can  be  evidently  seen  from  the  following  student’s 
retrospective report. 
When I was looking for a new book in the shelves of a local bookstore at the age of perhaps thirteen, I stumbled 
across a book called  It could be worse – oder? by O’Sullivan/Rösler. This is a German-English mixed reader 
about an Irish boy and a German girl whose parents fall in love and thus move the families to Ireland. When I 
discovered this, curiosity got the better of me. I just wanted to give it a try. I had never read an authentic English 
text before, all we did at school was ‘boring’ textbook work. At this time, I first became intrinsically motivated 
in the language. I desperately wanted to read the book and, surprisingly, it worked out fine. My parents, happy 
that I eventually developed some interest in a foreign language provided me soon with the other books of this 
series, which are Mensch, be careful!, Butler & Graf, Butler, Graf & Friends: Nur ein Spiel? and Butler, Graf & 
Friends: Umwege. From this point onwards, I started to read English books. Britta. (Butzkamm, 2005:92)
As Butzkamm (2003:31) points out, “monolingual lessons without the help of the mother tongue are 
extrinsically possible; however, monolingual learning is an intrinsic impossibility”. A FL can be 
taught without the MT, but it can be taught more efficiently with the MT. For anyone who has 
attentively observed FL learners’ learning behaviours in the classroom, it may not take too long to 
reach the conclusion that the use of the MT in FL teaching and learning is a solution rather than an 
option. Bilingual teaching is not a return to the Grammar-translation Method, but rather an eclectic 
approach which makes best use of both monolingual and bilingual techniques according to different 
teaching situations. Butzkamm’s research work and arguments are largely based on the data he 
collected  over  the  years.  For  instance,  between  1997 and  2000,  he  collected  more  than  2,000 
questionnaires  completed  by  university  students  and  vocational  school  students.  Their  answers 
revealed their opinions of the necessity and importance of employing their MT in learning a FL. 
They also wrote down their personal FL learning experience as well as their perceptions of good 
teachers  and  good  teaching.  These  retrospective  narratives  and  remarks  were  compiled  and 
published in 2005 – Der Lehrer ist unsere Chance, an informative and illuminating resource which 
opens a window for FL teachers to observe the learning process through the eyes of learners.
4.3 Suggestopedia
If we take the 24 days’ foreign language course with four lessons a day as the basic pattern, the following results 
can be expected: (1) The students assimilate on the average more than 90 per cent of the vocabulary, which 
comprises 2000 lexical units per course; (2) More than 60 per cent of the new vocabulary is used actively and 
fluently in everyday conversation and the rest of the vocabulary is known at translation level; (3) The students 
speak within the framework of the whole essential grammar; (4) Any text can be read; (5) The students can write 
but make some mistakes; (6) The students make some mistakes in speaking but these mistakes do not hinder the 
communication; (7) Pronunciation is satisfactory; (8) The students are not afraid of talking to foreigners who 
speak the same language; (9) The students are eager to continue studying the same foreign language and, if 
possible, in the same course. 
This holds good also for beginners who have never learned the respective foreign language before. It stands to 
reason that in teaching students who have some preliminary idea of the language, the results will be much better. 
The assimilation of the new material in the following second and third course takes place approximately at the 
same speed. 
This  is  an  excerpt  from a  report  to  UNESCO (the  United  Nations  Educational,  Scientific  and 
Cultural Organisation) in 1978 (Lozanov, 1978:60-61). The FLT method mentioned in the report is 
called “Suggestopedia”. 
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4.3.1 What Is Suggestopedia?
Suggestopedia was developed by a Bulgarian doctor and psychiatrist, Georgi Lozanov. It was first 
tested for teaching reading and maths to children in Bulgarian primary schools in the 1960s and 
1970s. It caught the attention of the Western world in the 1970s. 
Lozanov  was  originally  a  doctor  of  medicine  and  did  many  experiments  with  hypnosis  and 
hypermnesia, which can dramatically increase one’s memory capacity in an unusual way. Hypnosis 
is a mental state like deep sleep in which a person’s action may be influenced by another person. 
Suggestopedia is a similar process, but the person being influenced remains awake. Lozanov later 
shifted his research focus  to Suggestopedia.  The term “Suggestopedia” derives from the words 
“suggestion” and “pedagogy”. “Suggestion” here means putting an idea, etc. into somebody’s mind 
through linking it to other ideas, pictures, etc. Lozanov’s research shows that suggestion can be as 
effective as hypnosis in terms of developing one’s potential mental abilities and can be more easily 
applied in educational fields, especially in FLT (Schiffler, 1992). 
In his report to UNESCO, Lozanov (1978:8) wrote, “Suggestology is the science of tapping man’s 
reserve  capacities  in  the  sphere  of  both  mind  and body.  Consequently  it  is  the  science  of  the 
accelerated harmonious development of man and his manifold talents”. Lozanov believes that our 
brain or mind has huge capacities which have been seriously underestimated and underused. His 
method uses relaxing physical surroundings and atmosphere in the classroom (e.g. relaxing music, 
comfortable chairs, teacher’s motivational words) to make sure that the students feel comfortable 
and  confident,  so  as  to  form  optimal  conditions  for  learning  by  breaking  learners’ internal 
psychological barriers to learning (e.g. “learning is difficult”, “I can’t do it”). Specialised training is 
needed to become a qualified Suggestopedia teacher. 
Suggestopedia appears unconventional and almost miraculous in many ways. Above all, the claim 
that people can learn 3 to 5 times faster and easier in a relatively short time sounds very attractive to 
both researchers and learners. Over the years people have been curious about this method, and this 
method has been represented in many ways based on people’s individual understandings. Thus, a 
certain amount of confusion has also been generated about what Suggestopedia really is and how it 
exactly works. On his personal web page29, Lozanov explains,
Suggestopedia  [...]  is  a  science  for  developing  different  non-manipulative  and  non-hypnotic  methods  for 
teaching/learning of foreign languages and other subjects for every age-group on the level of reserve (potential, 
unused) capacities of the brain/mind. That means: at least three to five times faster, easier and deeper learning, 
inner freedom, increasing the motivation for learning, joyful learning and psycho-physiological well-being.
4.3.2 How Does Suggestopedia Work?
Lozanov has repeatedly expressed his concerns about people’s misunderstandings of his work. He 
strongly believes that many views and publications do not truly represent his original theory and 
these views on “Suggestopedia” have misinterpreted his genuine theory and have misled readers to 
the wrong practice. However, an exact description by Lozanov himself about Suggestopedia and 
Suggestopedic teaching was not available until the beginning of 1980s, more than 10 years after his 
work first  became known to the public.  Moreover,  most of his publications are not in English. 
Therefore, for most of his work, only second-hand descriptions are obtainable (Schiffler, 1992). 
29 The link is: http://lozanov.hit.bg/
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Then, how does Suggestopedia really work? According to Schiffler (a German researcher who did 
intensive  research  on  Suggestopedia)  and  Hagiwara  (a  Japanese  teacher  who  was  trained  at 
Lozanov’s course in Bulgaria),  a typical Suggestopedic lesson follows three steps: Introduction, 
Concert Session (Active and Passive), and Elaboration (Schiffler, 1992:37-48; Hagiwara30). 
1. Introduction
The  lesson  usually  begins  with  a  didactic  song,  and  meanwhile,  its  transcription  is 
distributed to the students.  Each song relates  to  a grammar point.  Lengthy grammatical 
explanations are not necessary. Theatre props, music, slides, or short films can be used as 
well. “Introduction” should be no longer than 15 minutes. 
2. Concert Session (Active and Passive Concerts)
This session mainly consists of two readings of a text by the teacher. The attitude of the 
teacher in this phase is rather formal, similar to a proper concert. The first reading is called 
“Active Concert”, in which the teacher presents a text, simultaneously with the music, and 
in a clear and full voice. Every word is phonetically exaggerated. The teacher adjusts the 
presentation  as  much  as  possible  to  the  rhythm of  the  music.  Grammatical  and  lexical 
peculiarities can then be emphasised. The students sit in comfortable chairs and read the FL 
text with the MT lateral translation next to it. 
The second reading is called “Passive Concert”, in which the teacher reads the text with a 
peaceful and natural speed and intonation. The teacher’s voice is raised only when there is a 
change in the music. The students are asked not to look at the text but try to imagine what is 
happening in the story. There are no long pauses during the reading, and it is up to the 
students to decide whether to concentrate on the teacher’s presentation or on the music or on 
both. Concert Session lasts approximately 40-50 minutes. 
3. Elaboration
Most of the course time is spent on “Elaboration”. In this phase, the teacher uses a variety of 
teaching techniques and activities as well as different types of reminders to help the students 
maintain and review all the things that they have learned in previous activities. The students 
start to take an active role by engaging themselves in different tasks, games, and plays. Their 
pronunciation,  vocabulary  and  grammar  are  checked  via  exercises  such  as  reading, 
translating,  making spontaneous conversations and making up short  stories  in the target 
language. The Elaboration phase can take up to four hours. At the end of Elaboration, there 
can be a short  summary session, in which the students read and translate a story which 
reviews all  the major grammar and vocabulary items learned in the lesson. Students are 
sometimes also encouraged to create their own stories, and the next day the class will begin 
with these stories. 
4.3.3 An Example of a Suggestopedic Text
The following is an example of a Suggestopedic text (adapted from Gold, 1985).
The dramatis personae in this scene are:
• Lou Abatucci, humour columnist from Tucson 
30 Kaz Hagiwara is a Japanese teacher who attended Dr Georgi Lozanov’s Teacher Training Course in Bulgaria in December 1998. He now uses 
Suggestopedia to teach the Japanese language at Griffith University, Australia. His article “An Invitation to Suggestopedia” provides great details 
on how to apply Suggestopedia in foreign language teaching.
 The link is: http://www.griffith.edu.au/school/lal/japanesemain/private.kaz.invitation.sp.html
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• Barbara Parker, arts editor from Darlington 
• Ron Potter, archaeologist from Boston 
• Eileen Simon, finance editor from Yellowknife (Canada) 
• Lawrence Ward, science co-ordinator from Morriston (Wales) 
• Heather Wells-Teller, editor-in-chief from Melbourne
French (FL) English (MT) Chinese (alternative MT)
RIRA BIEN QUI
RIRA LE DERNIER
HE WHO LAUGHS LAST
LAUGHS BEST
谁笑到最后，谁笑得最甜。
Mercredi 1er Avril
(Le jour du Poisson d’Avril)
DANS UN AUTOBUS
Wednesday, April 1
(April Fools’ Day)
ON A BUS
星期三，四月一日
（愚人节）
在大巴士上
Alice  a loué  un car  pour  emmener  tout  le 
monde  a  une  présentation  de  mode.  Ils 
partent  pour  la  Salle  d’Exposition  sur  le 
Quai des Pêcheurs.
Alice has chartered a bus to take everybody to a 
fashion show. They set out for the Exhibition Hall 
on Fisherman’s Wharf.
Alice  租了一辆大巴士，带大家去看一个时
装展。他们在 Fisherman’s Wharf  上了车，
准备在 Exhibition Hall  下车。
R.P.: Quelle ville! R.P.: What a city! R.P.: 多么美丽的城市呀！
E.P.: Je suis amoureuse de San Francisco. E.P.:  I’m in love with San Francisco. E.P.: 我简直爱上了 San Francisco. 
L.W.:  Les  rues  sinueuses  et  les  hotels 
particuliers de l’époque victorienne.
L.W.: The winding roads and Victorian mansions. L.W.:  蜿蜒曲折的街道，维多利亚式的建
筑。
H.W.:  Leurs  teintes  pastel  attenuées, 
encadrées de couleurs vives. 
H.W.: Their subdued pastel shades trimmed with 
bright colours.
H.W.:  清淡柔和的树荫中点缀着鲜亮的颜
色。
R.P.: Et leurs interieurs majestueux, meublés 
du mobilier ancien le plus raffiné.
R.P.: And the stately interiors furnished with the 
most exclusive antique furniture.
R.P.:  还有，富丽堂皇的室内装饰和最独特
的古典家具。 
B.P.:  Un monde a part  des  copropriétés  de 
Los Angeles.
B.P.:  A far  cry  from the  condominiums in  Los 
Angeles.
B.P.:  与 Los Angeles  居民区的风格截然不
同。
E.S.: San Francisco est un mélange hors du 
commun  de  buildings,  d’habitations 
individuelles  vieillottes-fantasques  et  d’une 
beauté naturelle. 
E.S.: San Francisco’s an outstanding mixture of 
high-rise buildings, quaint private dwellings, and 
natural beauty.
E.S.: San Francisco 是现代的高楼大厦和典雅
的私人公寓以及美丽的自然风光的完美结
合。 
L.W.:  Et  les  couchers  du  soleil  sur  le 
Pacifique!
L.W.: And the sunsets over the Pacific! L.W.: 还有太平洋上的夕阳夕下。
L.A.: Ces collines me donnent le vertige. L.A.: These hills make me dizzy. L.A.: 这里的山峰让我感到头晕。
E.S.: Son désert d’Arizona manque à Lou. E.S.: Lou misses his Arizona desert. E.S.: Lou 是在怀念Arizona  的沙漠呢。
L.A.:  Ne  me  comprenez  pas  de  travers. 
J’adore être ici. A part les «crémaillères» et 
les tremblements de terre, je me sens tout à 
fait chez moi ici. 
L.A.:  Don’t  get  me  wrong.  I  love  being  here. 
Except for the cable cars and earthquakes, I feel 
very much at home here.
L.A.: 千万不要误解我。我非常喜欢这里。
我只是不喜欢高空索道车和频繁的地震。除
此之外，我在这里过得非常舒适自在。
B.P.:  Ne  t’en  fais  pas:  depuis  1907,  les 
bâtiments  d’ici  sont  résistants  aux 
tremblements de terre. 
B.P.: Don’t worry: since 1907, the buildings here 
have been earthquake proof. 
B.P.: 不用担心：自从 1907 年以来，这里的
建筑都有防震设计。
Evoking pleasant and relaxed feelings is the element that sets Suggestopedic texts apart from other 
kinds of teaching materials. In the above text, the persons in the scene all have decent jobs and are 
on the way to a fashion show in San Francisco, a marvellously beautiful city. When learners in 
comfortable sitting positions are directed to imagine such a setting, it can be very difficult for them 
not to feel wonderful and sprightly. Also, because the text is presented bilingually both on paper and 
by the teacher, learners can take in the message easily. Furthermore, there are almost no restrictions 
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on the richness of the vocabulary and the authenticity of the text. This flexibility encourages the 
early introduction of figurative phrases with great subtlety, such as subdued pastel shades trimmed 
with bright colours, and the stately interiors furnished with the most exclusive antique furniture. It 
would  be  almost  impossible  to  clearly  explain  the  meaning  of  these  phrases  if  using  the 
monolingual approach. The use of the MT allows textbook writers and teachers more freedom in 
composing  and  selecting  texts  for  learners.  Needless  to  say,  this  freedom  should  never  be 
misunderstood as a permit to choose texts carelessly without taking the learners’ age and their FL 
level into consideration.
4.3.4 Mother-tongue-friendly Foreign Language Teaching
As far  as  the  employment  of  the  MT is  concerned,  Suggestopedia  is  a  mother-tongue-friendly 
method, in which the learner’s MT is mainly used in the following three aspects: 
 Bilingual Texts
Students are exposed to long texts with a large number of new words from the beginning of 
their learning. Students are expected to understand the meaning of all of the words and at the 
end of each lesson be able to recognise most of the words and be able to translate them into 
their native language. To reach this goal, at the beginning of each lesson students are given a 
printout of the complete text of dialogues or stories or plays that the teacher is going to read 
to them. The text is bilingual, in the form of lateral translation, namely, the MT translation is 
right next to the FL text. The advantage of doing so is that “both sides of the brain are 
stimulated to the extent that semantisizing images appear or movement occurs in association 
with  the  verbal  information” (Schiffler,  1992:23).  Lateral  translation enables  learners  to 
fully concentrate on the FL text, without wasting much time on guessing the meaning of the 
words.
 Bilingual Oral Presentation
In Suggestopedic lessons, the teacher and students are free to use the MT as a teaching and 
learning aid to assist comprehension. “It is possible that students do not understand every 
word of the teacher’s presentation during the concert phase despite the bilingual text. This 
could disrupt the state of relaxation. Therefore, it is beneficial for the teacher to say the 
sentence in the target language, then repeat it softly in the native language, and then repeat 
the target language sentence relatively loudly” (ibid., 64). This procedure is identical to the 
sandwich technique recommended by Dodson and Butzkamm. Students are also allowed to 
ask questions or have discussions with classmates in their native language. Nevertheless, the 
MT should only be used when it is very necessary to assist in meaning understanding.  
 Translation
Translation  is  frequently  used  in  Suggestopedic  lessons.  Lateral  translation  is  a  key 
technique in the Active Concert phase to help learners quickly and unambiguously grasp the 
meaning of the message that the teacher tries to convey. Similarly, in the Elaboration phase, 
there are many translation activities to check and consolidate what learners have learned in 
the lesson, such as translation exercises of dialogues, stories or passages into the learners’ 
MT  as  well  as  into  the  target  language,  group  translation  games,  and  translation 
assignments.    
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4.4 Community Language Learning 
Community Language Learning (CLL) is an application of Counseling Learning (CL) in second 
language  teaching.  CL is  an  educational  model  developed  by  Charles  Curran,  a  professor  of 
psychology  at  Loyola  University,  Chicago,  who  combined  learning  theories  with  counseling 
attitudes and techniques. In CLL, learning is seen as a social process, in which the learners assume 
the role of clients and the teacher is referred to as counsellor or knower. The role of the teacher is 
not to teach the target language, but to provide a supportive and secure environment for the learners, 
and the learners themselves determine what is to be learned. 
4.4.1 How Does CLL Work?
The typical procedure of a CLL lesson is as follows: A small group of learners with the same MT sit 
in a circle with a tape recorder in the middle and the teacher outside the circle. A learner volunteers 
to whisper to the teacher in his MT what he wants to say (the whisper can also be heard by other 
group members),  and the  teacher  whispers  the  FL translation  back to  the  volunteer.  Then,  the 
volunteer repeats the sentence in the target language to the group and records the FL sentence. The 
teacher  will  walk  to  the  next  volunteer  who wants  to  continue  the  conversation.  This  kind of 
communication goes on until a full conversation has been recorded. There is no definite time limit 
for this process. It can take 10 to 30 minutes. The teacher must adjust the time according to his own 
schedule. Then, the full conversation is played back, and a transcript is written up on the board. 
There are no syllabuses, no textbooks and no other pre-selected materials. The learning content 
derives totally from the conversation created by the learners themselves. This learner-generated 
material is used as the basis for other learning activities in CLL lessons.  
Curran identifies five stages of learning in CLL (Norman, 2003:55):
 Birth. Students don’t know the target language and are completely dependent on the teacher.
 Self. Students begin to use the new language with the aid of the teacher. 
 Separate existence.  Students use language independently of the teacher and may begin to resist teacher’s 
intervention.
 Adolescence. Students are able to express themselves, but may be aware of gaps in their knowledge. 
 Independence. Students can continue their learning without assistance. They may also act as counsellors to 
less advanced students. 
These five stages to some extent resemble the natural process of one’s MT learning, progressing 
from being dependent on parents’ help to independent  speakers.  Like Suggestopedia,  CLL also 
emphasises the importance of breaking the learners’ anxiety and uneasiness with FL learning. This 
is because learning cannot be effective unless the learners are willing to learn. In CLL, the teacher’s 
task  is  to  build  a  sense  of  trust  and  community,  and  to  create  a  relaxed  and  non-competitive 
environment, which is expected to help the learners reach their full potential. To create this kind of 
atmosphere, the learners’ MT is the most direct and effective tool. 
4.4.2 An Example of a Community Language Learning Lesson
Ariza is a teacher who went to Puerto Rico to teach Spanish to four English-speaking children who 
newly immigrated to Puerto Rico. Due to their total lack of Spanish, they could not be included in 
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immersion classes. “It did not take very long to learn that my students thoroughly rejected the idea 
of learning Spanish, and denied knowing any Spanish words at all. [...] I did not think I would be 
able to teach these children and I suspected they would be better served with crisis  counseling 
instead of language teaching” (Ariza,  2003:719).  After consulting the school and the children’s 
parents, Ariza decided to use CLL to help these “anxiety-ridden” (ibid.,  718) and “emotionally 
fragile” (ibid., 720) children learn Spanish. 
To build a sense of trust, Ariza began with chatting with the children in their MT and no learning 
was required. This activity was very welcomed by the children, because the hierarchy between the 
teacher and the learners was replaced by friendship. Then, having convinced the learners, Ariza 
started to use the CLL model. Below is an excerpt from one of her lessons (ibid., 722-723). 
Nico: My name is Nico. 
Teacher: Mi nombre ...
Nico: Mi nombre ... (recorded)
Teacher: ... es Nico.
Nico: ... es Nico. (recorded)
Angel: Nico is a dog. (All children laugh.)
Teacher: Nico es ...
Angel: Nico es ... (recorded)
Teacher: ... un perro. 
Angel: ... un perro. (recorded) (Children titter)
Ivan: Josua is a duck. (Children laugh explosively)
Teacher: Josua es ...
Ivan: Josua es ... (recorded)
Teacher: ... un pato. 
Ivan: ... un pato. (recorded)
At this point, children waved their arms in the air, clamouring for a turn to “insult” one another. Now it was  
Josua’s turn to retaliate. 
Josua: My dog is smarter than Ivan. (Children are laughing uproariously)
Teacher: Mi perro ...
Josua: Mi perro ... (recorded)
Teacher: es mas inteligente ... 
Josua: ... es mas inteligente ... (recorded)
Teacher: ... que Ivan. 
Josua: ... que Ivan. (recorded)
By then the children were rolling around laughing hysterically, each trying to best the others with a funny insult.  
They continued with a few more sentences so that everyone had two turns. 
Ariza was thrilled by the responses from her students. She recalls (ibid., 723),
When I asked the boys if they were ready to hear what they said, they were dying to listen. This precious,  
painfully extracted conversation, silly to outsiders, but hysterically funny to these middle school students [...]. 
Such “silly” conversation, however, was loaded with grammar, vocabulary, and semantics that I would be able to 
parlay into further learning of this new language. 
As they listened to their own conversation in Spanish, the boys were delighted. They asked to hear it again and 
again, and tried to repeat what they had said. It was evident that they understood everything they had recorded 
and I was silently blessing the fact that the translation was direct so that I could manipulate the sentences into 
reading, writing, listening, and speaking practice. 
In the end, Ariza (ibid., 726) was very satisfied with her teaching results. 
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Over a period of five months, these youngsters progressed from total disdain for Spanish, to taking delight in 
every  new utterance  because  it  served  their  purpose,  the  intrinsic  desire  to  communicate.  This  experience 
demonstrates what every teacher knows; that is, learning cannot occur until students want to learn. If learners are 
emotionally unwilling, language acquisition will be impeded. It is the responsibility of the teacher to discern 
what is best for students. In this scenario, traditional language teaching would have been futile. While more 
traditional language methodology may hold its rightful place in language teaching history, in this circumstance 
CLL [...] stimulated these youngsters to learn Spanish together, naturally, spontaneously, and fearlessly. 
4.4.3 Pros and Cons of Community Language Learning
CLL is one of the “fringe” methods (e.g. Suggestopedia, The Silent Way, Total Physical Response), 
which are on the periphery of the current language teaching paradigm. These “fringe” methods have 
formed  a  humanistic  approach  to  language learning,  which  in  one  way or  another  emphasises 
learners’ feelings,  emotions,  instincts,  physical  responses,  and their  responsibility for  their  own 
learning. In CLL, the teacher considers learners as whole persons, who learn with both intellect and 
affection.  The  teacher  acts  as  counsellor or  knower and  offers  understanding,  empathy,  and 
linguistic help to his clients, the learners, in order to dispel their anxiety and discomfort in learning. 
CLL is an effective way to reduce learners’ psychological barriers which may limit their capability 
of learning a new language, especially for adults or older children who previously had difficult 
experience in FL learning, or who are afraid of making mistakes and appearing foolish in public. 
Before the counseling, the teacher should quickly gain the learners’ trust through friendly chatting 
in  their  MT.  During  the  counseling,  the  translation  procedure  can  help  learners  dissociate  FL 
learning with risk-taking and it can also assist them in making adequate progress from dependent 
learners to independent interlocutors. 
There are also some clear drawbacks with CLL which may restrict it from being widely applied. For 
example, it can only be carried out with small groups of learners, and each group must have its own 
counsellor. Though it is possible to divide a large class into small groups, it is rather unlikely, from 
a staff resourcing point of view, to supply one class with several teachers. In addition, CLL can be 
very time-consuming – each session may involve at least one hour’s work, and it is not until the 
learners have been through several sessions that things really start to work (Swift, 2007:Part One). 
The teacher-counsellors must be proficient in the target language as well as the MT of the learners. 
Last but not least, teachers without any counseling training may easily get stuck in the application 
of this method, which may produce opposite results to the expectations. 
4.5 Contrastive Analysis and Error Analysis
CA is a systematic comparative study analysing the differences and similarities between a learner’s 
native language and the target language. It was used extensively in the 1950s, 1960s and 1970s, as a 
useful predictor of probable errors in a learner’s L2 production and the degree of difficulty in his L2 
learning. CA is based on the behaviourist thinking that prevailed in the middle of the 20th century. 
Behaviourists believe that second language learning is a process of forming a new set of speaking 
habits, and the existing speaking habits can possibly either facilitate or impede the development of 
new habits. 
 
Lado (1957) formed the theoretical foundation for CA in his book Linguistics Across Cultures, in 
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which  he  claimed  that  “we  can  predict  and  describe  the  patterns  that  will  cause  difficulty  in 
learning, and those that will not cause difficulty, by comparing systematically the language and the 
culture to be learned with the native language and culture of the student” (1957:vii). It later became 
a widespread belief among CA researchers that the more similar the two languages are (L1 and the 
target  language/L2),  the easier  it  will  be to  learn the target  language.  Likewise,  the bigger  the 
differences are between L1 and L2, the more errors will occur in learners’ L2 production and the 
more persistent the errors will be. 
The enthusiasm about CA started to fade away in the 1980s, because many errors predicted by CA 
could not be found from empirical data, and many errors occurred without any sign of the influence 
from L1. Hence, ever since then CA has been used more to offer retrospective explanations of errors 
than to foresee errors and learning difficulties. 
Before the late 1960s, errors in learners’ L2 were often viewed as a sign of failure in their L2 
learning, and those errors were thought to be caused by the negative transfer of their MT. Much 
attention was thus given to preventing errors rather than analysing the cause of the errors. 
Ever since Corder (1967) pointed out the importance of errors in the L2 learning process – the same 
strategies may be used for both L1 and L2 acquisition – the focus of EA has shifted. Errors were 
then regarded as indicators of the L2 learning process and as useful pedagogical feedback, because 
when  errors  were  made,  the  learners  could  be  “actively  constructing  rules  from the  data  they 
encounter  and  gradually  adapting  these  rules  in  the  direction  of  the  target-language  system” 
(Chanier  et  al.,  1992:128).  Errors  can  reveal  much  information  about  learners’ L2  cognitive 
development in this process. EA thus becomes a significant methodological tool in analysing and 
evaluating L2 learning. 
It is outside the scope of this dissertation to examine whether or not CA can really predict the errors 
which will occur in learners’ L2 production, and to explore whether or not EA can really inform us 
about  which  learning  strategies  have  been  used  by  the  learners.  My intention  of  bringing  the 
discussion of CA and EA to this dissertation comes from my belief that they do have some valuable 
pedagogical implications if they are used to clarify learning difficulties. In other words, a learner 
who is well-informed about the differences between his MT and the target language is  likely to 
make fewer mistakes caused by the unfamiliarity with the target language. Similarly, a teacher who 
is well aware of the value of CA and EA is more likely to pinpoint where his students’ learning 
difficulties are, so as to adapt his teaching accordingly. 
4.5.1 Selected Contrastive Analysis between Chinese and English
 Linguistic Differences
1. Inflection-free. One of the most distinct features of the Chinese language is its incapability 
of inflection. For example,
English: Chinese:
We are good friends. We are good friend. 
She gets up at six o’clock every day. She every day six o’clock get up.
He walked to the zoo yesterday. He yesterday go to the zoo.
In  the  Chinese  language,  a  group  of  suffixes  and  adverbs  act  as  an  analogue  to  the 
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inflections. For example, the word mén indicates the plural form, but it is often omitted in 
colloquial Chinese, because the number or adverb (e.g. many, a lot of) used in front of the 
noun already evidently implies the plural meaning. zhe, le, guò are the most frequently used 
grammatical particles in Chinese to indicate the tenses. Their positions in a sentence are 
rather flexible. They appear either immediately after the verb or at the end of the sentence. 
zhe is used in the present tense, while le and guò are used in the past tense and the perfect 
tense respectively. 
2. Time/place forward. The word order in Chinese sentences usually follows the sequence of 
“time,  place,  subject,  action”.  Accordingly,  words  and phrases  which indicate  “time” or 
“place” are often put in front of the subject and verb. Alternatively, “place” or both “time” 
and “place” can also be put behind the subject and before the verb, but they are rarely put at 
the end of a sentence as is often seen in English. Another interesting detail is that Chinese 
prefers the order of “time before place”, but in English, “time” normally goes after “place”. 
For example,
English: I met him at my friend’s party last week.
Chinese: Last week at my friend’s party I met him.
(Or: Last week I at my friend’s party met him. / I last week at my friend’s party met him.) 
English: Who did you see in the park last night?
Chinese: Last night in the park you saw who?
(Or: Last night you in the park saw who? / You last night in the park saw who?)
3. Top-heavy. Chinese sentences often have a “top heavy” structure, namely, the modifiers are 
put in front of the item being modified, while English sentences often have the “top light” 
style, in which the modifiers are put behind the item being modified (Jia, 1990).
English: Chinese:
There is no use crying over spilt milk. Cry over spilt milk is no use. 
This is the book that I’d like to recommend to you. This is the I’d like to recommend to you book.
It is important for us to learn English. For us learn English is important. 
With regard to the last example, it should be added that adjectives with anticipatory “it” as 
subject enable the speaker “to end the clause at a focal point” (Quirk et al., 1985:1392), in 
other words, it has an “end-weight” or a “top light” structure. 
4. Time-sequence.  Chinese  sentences  are  normally  arranged  according  to  a  chronological 
sequence. For instance (Jia, 1990),
English: He had flown in just the day before from Georgia where he had spent his vacation basking in the 
Caucasian sun after the completion of the construction job he had been engaged in. 
Chinese: He had been engaged in a construction job, and after he completed it he went to Georgia to spend his 
vacation basking in the Caucasian sun, and now he just flew back the day before. 
5. Passive voice.  “Syntactic passives are by far more frequent in English than in Chinese” 
(Xiao et al., 2006:144). Four corpora were used in this study, the Freiburg-LOB Corpus, the 
Lancaster Corpus of Mandarin Chinese (LCMC) which was designed as a Chinese match for 
the Freiburg-LOB and two spoken corpora, the British National Corpus, and a much smaller 
corpus,  the  Callhome  Mandarin  Chinese  Transcript  released  by  the  Linguistic  Data 
Consortium in 1996. Compared with the Chinese language, English is noticed to have “a 
tendency to overuse passives” (ibid., 144)
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English: It’s a hard job but it has to be done.
Chinese: It’s a hard job but (someone) must do (it). 
English: More highways will be built here.
Chinese: Here will build more highway. 
English: It is believed that the future will be an improvement on the present./ It is believed that the future will 
be better than the present.
Chinese: People/We believe future will exceed present. 
English: It is well known that ...
Chinese: Everybody everywhere know ...
This study (ibid.) also points out the main reason for the absence of passives in Chinese is 
that Chinese passives are often used with an inflictive meaning, over 50% of passives in 
Chinese are used to refer to something unpleasant or undesirable, for example,  beibu (be 
arrested), beifu (be captured), beigao (be accused), beipo (be forced), and so on. 
6. Tag question. In Chinese, the way to respond to negative questions is opposite to that of in 
English.
You don’t drink tea, do you?
English: Chinese:
Yes, I do. Yes, I don’t. = Yes, you are right. I don’t drink tea. 
No, I don’t. No, I do. = No, it’s not true. I do drink tea.
7. Negative statement. In Chinese, the adverb “not” in negative statements is put directly in 
front of the part to be denied.  
English: Chinese:
I don’t think he is smart. I think he is not smart. 
I don’t think it is a good idea. I think it is not a good idea. 
8. Subject + adjective. Here, the link-verb “be” is always omitted in Chinese.
English: Chinese:
I’m hungry. I hungry.
He/She is busy. He/She busy.
He/She is beautiful. He/She beautiful.
You are very clever. You very clever.
 Cultural Differences
“To  many  outsiders,  China  is  an  enigma,  culturally,  socially,  historically,  linguistically  and 
ideologically”  (Jiang,  2003:3).  The  fast  spread  of  the  English  language  in  China  makes  the 
communication between China and the rest of the world possible. However, to many foreigners, 
Chinese people’s English is often intangible, odd and hard to understand, not only in terms of their 
pronunciation, but also with regard to their eccentric use of the English language. The foreigners 
who are not yet cognizant of the Chinese culture cannot help asking themselves: Why are Chinese 
people so curious about my personal life? Why are they reluctant to ask direct questions? What do 
they really want to say? and so on. Answers to these questions may be found in the following 
analysis. 
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1. Privateness. Many Chinese people, especially non-English majors and adult learners, usually 
start a conversation with a newly acquainted foreigner with such questions as “How old are 
you?”, “Are you married?”, “Do you have children?”, “Where do you work?”, “How much 
do you earn?”, “Have you had meals?”, “Where are you going now?”, and so on. Due to 
their unfamiliarity with the target culture, many Chinese people are not aware that these 
well-accepted communicative patterns in their native Chinese culture could make foreign 
people feel very uneasy or even feel insulted. In many countries, the topics related to one’s 
privacy tend to be avoided, while in China, asking private questions is a way of showing 
friendliness, caring, concerns and a sign of closeness. 
2. Forms of address. In China, people like to address each other by titles or professions. For 
example, Zhang Professor, Li Teacher, Wang Secretary, Hu Worker, etc. “Dear Li Teacher” 
and similar forms of address are often used in Chinese correspondence. 
3. Indirectness. This is probably the most distinct feature of Chinese oral and written discourse. 
This “approach by indirection”, as defined by Kaplan (1996), is especially noticeable in 
Chinese writing. “In this kind of writing, the development of the paragraph may be said to 
be ‘turning and turning in a widening gyre’. The circles or gyres turn around the subject and 
show it  from a variety of  tangential  views,  but  the subject  is  never  looked at  directly” 
(1996:10). “Linear” is the dominating writing style in many languages, but not in Chinese. 
The Chinese “indirect” writing style can be clearly seen in the following uncorrected essay, 
written by a Chinese college student (Wei and Fei, 2003:45).
Telephone: A Convenience Or A Nuisance?
Telephone was invented in the 19th century. With the development of science and technology, telephone can be  
found everywhere, especially in big cities. There are many people talk with their friends in USA directly. We  
can know what is happening at one place thousands miles away immediately. Can you imagine how long it  
would take to send a letter to USA? At least Two Weeks. So it brings much convenience to us, particularly in  
communication. 
Without seeing the topic of the essay, we would probably guess the student is asked to write 
something about the history of telephone and its importance, which is apparently not the 
requirement of the task. This “indirectness” or “beat about the bush” Chinese style not only 
appears in written discourse, but also in conversations. 
4. Sometimes  words/concepts  which  are  usually  regarded  as  equivalent  have  different 
connotations in different cultures (Wang, 2004).
Vocabulary
English Chinese 
privacy a. state of being alone or undisturbed.
b. freedom from interference or public attention.
a. personal secrets
b. secret and unusual behaviours in personal life.
red colour stands for danger stands for good luck, happiness, fortune and authority
As is well-known, kinship terms are often misleading.
English Chinese
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relatives (In  English,  there  is  only  one  collective  word,  no 
individual words)
grandparents
(In  Chinese,  there  are  only  individual  words,  no 
collective word)
爷爷 (father’s father)
奶奶  (father’s mother)
外公 (mother’s father)
外婆 (mother’s mother)
aunt 姑妈 (father’s sister)
姨妈 (mother’s sister)
uncle 伯伯 (father’s older brother)
叔叔 (father’s younger brother)
舅舅 (mother’s brother)
cousin 表姐 (older female cousin)
表妹 (younger female cousin)
表哥 (older male cousin)
表弟 (younger male cousin)
Obviously, idiomatic expressions differ.
English: to spend money like water
Chinese: to spend money like soil
English: to lead a dog’s life
Chinese: to live a pig’s and dog’s life
5. Values. English-speaking people and Chinese-speaking people have very different values. 
For  example,  Western  culture  strongly emphasises  individualism,  rights  and freedom of 
individuals, while in China, the interests of the group or the team are more important than 
the interests of individuals. Also, family members seem to be more independent of each 
other in the Western society than in China (Wang, 2004).  
6. Stylistic differences. The comparatively frequent use of prepositions and adverbs as well as 
the use of present and past participles and non-finite clauses make it possible “for English 
sentences to extend in length and remain precise and compact in both form and meaning” 
(Wang, 2006:52). In contrast, the Chinese language “relies mainly on word order to express 
grammatical  meanings” (ibid.,  52),  so it  often appears much less compact than English. 
Also,  as  mentioned  before,  in  Chinese,  events  and  actions  are  usually  recorded  in  a 
chronological  order,  and the  active  voice  is  often  preferred  over  the  passive  voice.  For 
example,
English Chinese translation
But  with  the  cap-and-trade  bill  facing  an 
uncertain future in the Senate,  his  [Obama’s] 
ability to take big steps on the issue has been 
severely  constrained,  and  without  significant 
actions by the United States, China and India 
had  made  it  clear  they  would  remain  on  the 
sidelines (The New York Times, 08/12/2009). 
但是由于限量排放贸易议案能否在参议院得到通过还不得而知，奥巴马政府
在环保问题上的改革受到了极大的限制，无法实施重大举措。
But because the cap-and-trade bill whether or not  in the Senate get pass is 
still  uncertain,  Obama administration environmental  reforms get severe 
constraints, can’t take big steps. 
由于美国还没有采取实质性的行动，中国和印度也已明确表示他们将会拭目
以待。
Because the United States had not yet taken significant actions, China and 
India had clearly expressed they would remain on the sidelines.
In  the  meantime,  a  recent  dip  in  emissions 
caused  by  the  global  economic  slowdown  is 
almost  certain  to  be  followed  by  a  rise, 
与此同时，科学家们警告说，由于近期全球经济衰退，全球排污量暂时有所
减少，不过未来排污量肯定会继续回升。
In  the  meantime,  scientists  warn,  because  recently  global  economy 
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scientists  warn,  and  with  population  and 
appetites  for  energy projected to rise through 
mid-century, they say the entwined challenges 
of climate and energy will only intensify (The 
New York Times, 08/12/2009).
slowed down, global emissions momentarily go down, but in the future 
emissions certainly will rise. 
在本世纪中叶前，全球人口和人们对能源的需求都持增长趋势，气候与能源
之间的矛盾只会加剧。
Before this mid-century, global population and their energy appetites will 
keep rising, climate and energy entwined challenges will only intensify. 
He  looked  at  his  son  in  surprise  (Wang, 
2006:55).
他看着他的儿子，感到很惊讶。
He looked at his son, felt quite surprised.
Looking  at  the  children’s  mistakes, 
paradoxically, also shows they are learning in 
an intelligent way (Gopnik et al., 2001:119).
如果我们看一下孩子们所犯的错误，就会看出他们正在用一种聪明的方式学
习。这种说法听起来好像有些矛盾。
If we look at the children’s mistakes, will see they are learning in an 
intelligent way. This statement sounds maybe paradoxical.
4.5.2 Common Errors in English Usage among Chinese Learners of English
1. Wrong use of prepositions.
Chinese learner:   Under his help, I made progress very quickly.
Standard English: With his help, I made rapid progress.
Chinese learner:   I jumped on my feet …...
Standard English:  I jumped to my feet …... (Mohamed et al., 2004:93)
Chinese learner:   In a hot terrible morning ......
Standard English: On a hot terrible morning …... (ibid., 93)
2. Misuse of verbs (Lu, 2004:523).
Chinese learner:   Welcome you to China.
Standard English: Welcome to China. 
Chinese learner:   You should can find it. 
Standard English: You should be able to find it. 
Chinese learner:   She married with a rich man. 
Standard English: She married a rich man.
3. Subordination transfer.  Some subordinators which are used independently in English are 
often used as a pair in Chinese (ibid., 525). 
Chinese learner:  Because he lost his wallet, so he couldn’t pay for it.
Standard English: Because he lost his wallet, he couldn’t pay for it.
 
Chinese learner:  Although he was sick, but he still came to school. 
Standard English: Although he was sick, he still came to school.
4. Collocation errors because of the translational transfer from the MT (ibid., 523-524).
Chinese learner:  drink some soup
Standard English: have some soup
Chinese learner:  open the TV 
Standard English: switch on the TV
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Chinese learner:  red tea
Standard English: black tea
5. Interlingual transfer of idioms (Wang, 2006:55). 
Chinese learner:  To him, doing this job is like preparing a plate of vegetable. 
Standard English: This job is a piece of cake for him. 
Chinese learner:  Li Ming was like a wet chicken when he got home. 
Standard English: Li Ming was like a drowned rat when he came home. 
6. Because  Chinese  has  no  requirement  of  subject-verb  agreement,  this  agreement  is  also 
neglected by Chinese learners of English (Chen, 2006). Also, the tenses are not indicated by 
verb inflection but by adverbs/adverbial phrases, which again causes difficulties for Chinese 
learners. 
Chinese learner:  She say she is ready. 
Standard English: She says she is ready.
Chinese learner:  I am six years old at that time.
Standard English: I was six years old at that time.
The above examples are some commonplace errors which often appear in the English writing and 
speaking of Chinese learners. These examples are collected by Chinese teachers of English, who 
also point out that Chinese learners tend to borrow something from their MT and add it to their 
interlanguage when they are not yet proficient in English and when they are not clear about the 
differences between the two languages. As we can see from the above examples, quite often their 
L2 production is a mixture of Chinese syntactic structures and English words. An effective way to 
reduce the “Chinese English” is to clarify the differences between L1 and L2 to the learners right 
from the beginning and provide them with sufficient exercises to consolidate the knowledge. 
4.5.3 Common Errors in Chinese Usage among English Learners of Chinese
Similarly, when learning a foreign language, English-speaking learners often produce a blend of 
their  MT and the FL, too. Huang (1994) reported that  English speakers tend to make English-
structured  Chinese  sentences  when  they  learn  Chinese,  due  to  the  transfer  from  their  native 
language. For example,   
English learner:   我喜欢中国饭也。(I like Chinese food too.)
Standard Chinese: 我也喜欢中国饭。(I too like Chinese food.)
English learner:   我去看电影跟他。(I’ll go to see a movie with him.)
Standard Chinese: 我跟他去看电影。(I’ll with him go to see a movie.)
English learner:   我要那本书在书架上边。(I want the book on the shelf.) 
Standard Chinese: 我要在书架上边的31那本书。(I want on the shelf the book.)
English learner:   虽然中文很有意思, 太难了。 (Although Chinese is very interesting, it is too difficult.)
Standard Chinese:虽然中文很有意思, 但是太难了。(Although Chinese is very interesting, but it is too difficult.)
31 The word 的 is a grammatical particle indicating the word or phrase before it functions as an adjective to modify the word or phrase after it. 
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English learner:    我有兴趣中文。 (I am interested in Chinese.)
Standard Chinese: 我对中文感兴趣。(I towards Chinese feel interested.)
The above errors made by English learners of Chinese share a striking similarity with those errors 
made  by  Chinese  learners  of  English.  For  instance,  English  learners  tend  to  use  the  English 
structure  “Although  ...,  ...”  in  their  Chinese  sentences,  while  Chinese  learners  tend  to  use  the 
Chinese structure “Although ..., but ...” in their English expressions. To increase the accuracy in 
learners’ L2 production, Huang (1994) suggests that CA between learners’ L1 and L2 can be much 
more effective than simply correcting their L2 errors every time the errors appear. Although not all 
the errors are caused by the transfer  of the MT, systematic CA can be considerably helpful in 
preventing learners from making the same errors repeatedly.
4.5.4 Pedagogical Implications
The above CA captures some fundamental linguistic and cultural differences between Chinese and 
English, which may provide some explanation of why the English language spoken by Chinese 
people sounds so eccentric and unintelligible to other English speakers. However, the intention of 
doing the above contrastive study is certainly not to exaggerate the differences between the two 
languages and to look for excuses for Chinese learners for not using English appropriately, but to 
search for pedagogical solutions with linguistic and cultural considerations. 
Chen’s (2006) research in Taiwan shows that many errors found in the English writing of Taiwanese 
EFL beginners are considered L1-related. This finding seems in agreement with the conclusion of 
Lin’s  (2002)  study  that  English  writing  for  many  Taiwanese  EFL beginners  is  a  process  of 
translating from Chinese into English, and most often the translation is more or less literal, thereby 
their writing is usually a collection of Chinese-structured English sentences. This problem actually 
not only exists in beginners’ writing, but also in their speaking. When the differences between L1 
and L2 are not specified to the learners early enough and clearly enough, the L1-related errors may 
become persistent in learners’ L2 production. The mirroring technique advocated by Butzkamm (see 
section 4.2.2 for details) is designed to tackle exactly this problem. Davis (2002) from Hong Kong 
University of Science and Technology also suggests that activities such as proof-reading can help 
students to trouble shoot grammar hot spots and to minimise errors. 
In addition, individual teachers or schools should build up a system of files of common errors. 
These files should be organised according to particular types of errors so that material is available 
quickly for individual students who exhibit particular problems. The teacher had better compile the 
files together with his students. Students can also  contribute to the files by regularly adding new 
information (including mistakes). The files can also be used to create various exercises. A suitable 
system for such a file is suggested below (adapted from Wilberg, 1987:145-146):
1. Pronunciation file. For example, (1) sounds unfamiliar to the speakers of a given language. 
e.g. /dʒ/ /ʒ/ /θ/ /ð/ for Chinese speakers; (2) letter/sound confusion. e.g. very well v/w.
2. CA file.  It  contains  linguistic  and  cultural  information  of  the  target  language  which  is 
particularly different from learners’ L1 and is often misused by the learners.  
3. Error file. This file includes structural mistakes of most learners as well as typical mistakes 
in functional language. 
CA together with EA is one of the most effective ways in assisting teachers in the prognosis of 
possible learning difficulties which may be encountered by the learners and help the learners swiftly 
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overcome anticipated obstacles. Nonetheless, not all the errors are predictable and not all the errors 
can be traced back to the MT. Therefore, the importance of CA and EA should not be overstated. 
Only when the analysis is carefully prepared and well presented can the teaching goals be achieved. 
4.6 Several Uses of Translation 
Translation as a teaching technique is often grouped together with the Grammar-translation Method, 
and classroom translation activities are too often narrowly understood as word-for-word translation 
only. The use of translation “has long been viewed with suspicion by language teachers and many, 
of  course,  proscribe  it  altogether  as  a  matter  of  principle”  (Widdowson,  1979:61).  When  the 
Grammar-translation  Method fell  from favour,  the  attitude  towards  translation was  also largely 
negative. In fact, translation can be used in a variety of activities and can be an exceptionally useful 
pedagogical device for second language acquisition. In the case of English for Special Purposes, 
translation “may provide the most effective means of learning” (ibid., 61), if it is used carefully and 
intelligently. 
However, many authors do not always make it sufficiently clear what they mean by “translation”. 
This ambiguity may cause much confusion to the reader. To minimise the confusion, several uses of 
translation are given below.
In an EFL context, translation usually includes four categories:
a. MT equivalents provided by the teacher or the textbook for meaning conveyance.
b. MT equivalents provided by the teacher or the textbook for structural transparency (literal 
translation/mirroring).
c. Grammar exercises from the MT into the FL in the form of individual sentences, in order to 
raise learners’ awareness of and familiarity with the linguistic construction of the FL. 
d. Translation as a skill in its own right, usually from the FL into the MT. 
4.6.1 Translation as a Method of Meaning Conveyance
Most frequently, when “translation” is mentioned, it refers to meaning conveyance, which is the 
primary  function  of  translation  as  a  teaching  device.  However,  “linguists  often  produce  the 
argument that words translated from one language to another do not possess equal meaning and that 
we  should  therefore  avoid  the  use  of  the  mother  tongue  to  explain  their  meaning”  (Dodson, 
1967:47). Is translation misleading in the communication of meaning? What are the alternatives for 
meaning conveyance? The chief alternatives to translation may include paraphrases in the target 
language, contextualisation of various kinds, and explanations with the help of objects, pictures, 
actions  and  situations.  However,  from  the  viewpoint  of  semantic  accuracy,  these  means  of 
presenting meaning are not as effective as translation. 
Firstly,  explanations  or  paraphrases  in  the  FL  “would  not  be  necessarily  more  accurate  or 
communicative than those in the mother tongue” (George, 1984:39), no matter whether or not there 
are exact equivalents between the FL and the MT. George admits that there are often no absolute 
word equivalents across various languages, but he also emphasises that the benefits of translation 
considerably outweigh its limitations. Some words may not be translatable at word-for-word level, 
but they can be translated at sentence level. The problem “is not whether they can be translated, but 
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at what level” (ibid., 39). For instance, the English word privacy has no exact equivalent in Chinese. 
The closest Chinese word is 隐私 , which literally means “hidden privateness”. According to the 
Oxford Advanced Learner’s English-Chinese Dictionary (4th edition), privacy has two meanings: (a) 
“state of being alone or undisturbed”. (b) “freedom from interference or public attention”. Although 
the Chinese word 隐私 does not precisely include all the meanings of the word privacy, the English 
explanations  are  neither  more  informative  nor  more  concrete  than the  Chinese  explanations  at 
sentence  level.  Learners  will  very  likely  get  perplexed  by  the  above  generalised  English 
clarification, because it allows too many possible interpretations. However, if the word is translated 
into Chinese within a sentence, learners can quickly and correctly catch the essential meanings of 
the word. For example, 
a. In this place privacy is impossible. (在这里不受外界打扰是不可能的。) 
b. This is an invasion of our privacy. (这是对我们的隐私的一种侵犯。)
In other cases when there are exact equivalents between L1 and L2, the L1 translation will be very 
desirable for beginners. For example, Chinese learners would find the Chinese translation “微妙, 细
微” of the English word subtle much more precise and straightforward than the English paraphrases, 
such as “be difficult to detect or grasp by the mind”, and “faint and difficult to analyse”. The use of 
the  MT will  cause  no  vagueness  and  difficulty  in  comprehension,  and  will  help  the  learners 
accurately associate an object or a concept or a situation with a concrete and familiar language form 
which is already available to them. As George (ibid., 39) stresses, “it is when natural or simulated 
communication in speaking or reading situations breaks down because of language difficulty that 
explanations become inevitable, and then the choice is between English and the mother tongue and 
not between situationalisation and translation”. 
Secondly, translation engenders less misunderstanding than pictorial or situational presentations. A 
picture or situation may mean different things to different people. For example, when a picture of a 
“dove” is presented, what is quite possible is that a learner may think of the concept of “bird”. Even 
if the learner has identified it is a dove, as soon as he sees the picture, highly likely, he will say to 
himself “dove” in his MT (e.g. 鸽子  in Chinese). The concept of “dove” is drawn from his MT and 
attached  to  the  image.  If  the  purpose  of  an  activity  is  to  unwrap  the  meaning,  then  the  MT 
translation is self-evidently a better choice than any form of contextualisation. As Green (1969:219) 
argues, 
The effectiveness of a presentation is to be judged not by the teacher’s ingenuity in by-passing the mother tongue 
but by how quickly the pupils can use the item correctly and intelligently in appropriate situations. Given a 
bright  class  and an energetic  teacher with plenty of time at  his  disposal,  almost  anything can be presented 
without resorting to the vernacular. But many words (abstract nouns are an obvious example) are difficult or 
time-consuming to present situationally, and even in carefully prepared texts the load of new vocabulary is often 
so heavy that, if we have to spend more than three or four minutes presenting each one, very little time will be 
left for practice. Where other presentation techniques seem likely to waste time or cause confusion, the most 
sensible solution is to give a vernacular explanation or approximate equivalent. A few seconds of the vernacular 
will  not  appreciably  strengthen  the  malign  influence  of  the  mother  tongue  any  more  than  a  situational 
presentation alone will  weaken it.  A situational  presentation is  worse than useless  if  it  leaves the pupils  so 
mystified that they surreptitiously seek a vernacular explanation.
In  addition,  sometimes  FL-only  teaching  with  the  help  of  pictures  or  situations  may  produce 
mechanical reactions. For instance, when the teacher says “It is a dove”, the learners may repeat the 
words “It is a dove” after the teacher without really reflecting the meaning of the utterance. “When 
this happens, the learner is not mistaking the meaning, but he is not learning anything significant 
either” (George, 1984:39).
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4.6.2 Translation as Used to Assist Dual Comprehension 
Translation is helpful not only for meaning conveyance but also for structural transparency (literal 
translation/mirroring).  Idiomatic  translation  together  with  literal  translation  (if  necessary)  can 
generate what Butzkamm calls “dual comprehension”. Ridjanović (1983) devised a method to help 
his learners reach an advanced level of English in a couple of months32, by systematically using 
idiomatic translation (free translation) for meaning conveyance and literal translation for structural 
clarification. 
This method follows four steps. Step 1. Give the learners an authentic FL text (almost anything but 
the really hard stuff). Step 2. Provide the learners with two translations of the text in their MT, a 
fairly free one and a rather literal one. Step 3. Ask the learners to make a bilingual vocabulary list. 
Step 4. Give the learners translation practice – from the FL to the MT, and from the MT to the FL. 
In this practice,  learners  should start  with literal  translation. When it  is  fluent,  go over to free 
translation. Ridjanović suggests that “the simplest technique for translation practice is to cover the 
target text with something two-dimensional, preferably a blank sheet of paper, and, as you [the 
learner] try to translate the source text sentence by sentence, you gradually slide down the paper to 
uncover the corresponding target sentence to check the correctness of your translation. You do this 
as many times as you need to, to get reasonably fluent. Of course, you translate out loud most of the 
time” (ibid., 12). 
Translations, in two versions (free and literal) and in two directions (FL – MT, MT – FL), are the 
key components  of  Ridjanović’s  method.  MT to FL translation is  a  crucial  stage of  the  whole 
method. “You should not tire of translating many, many times from the native into the foreign 
language, because this type of practice is the most rewarding activity in your entire undertaking. It 
is very important to aim at, and possibly achieve, very high standards in this translation, both in 
terms of correctness and of tempo. The tempo is almost more important than correctness” (ibid., 
12). In Ridjanović’s method, the teacher is supposed to guide rather than teach, giving learners 
necessary guidance mostly in pronunciation and grammar. Most of their learning takes place while 
they  are  reading  the  translations  and  they  are  doing  the  translation  exercises.  According  to 
Ridjanović, his learners’ progress was instant and steady. After using this method for a couple of 
months, all his learners could communicate (read, write, listen, speak, translate) on ordinary matters 
with relative ease, and some of them could even pass for native speakers of the target language. 
The following is an illustration of Ridjanović’s method. It  is a beginning level text for English 
speakers who want to learn Serbo-Croatian (ibid., 10-11). 
Step 1 original FL text
Ona: Volite li Bramsa?
On: Ne volim. Brams je bio muškarac; osim toga mrtav je. A ja nisam ni homoseksualac ni nekrofil. Ja volim 
Vas. 
Ona: Žao mi je, ali ja ne volim Vas.
On: ... zato što ne volim Bramsa?
Ona: Ne; zato što puno pričate, a malo radite. 
Step 2 FL to MT translations
(free translation)
She: Do you like/love Brahms?
He: No. Brahms was a man; besides he is dead. And I am neither a homosexual nor a necrophiliac. I 
32 The “couple of months” presupposes that the learner would devote a major portion of his daily activities to learning the language. 
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love you.
She: I am sorry, but I don’t love you. 
He: Because I don’t love Brahms?
She: No; because you talk a lot and act/do little (you’re a man of much talk and little action).
(literal translation)
She: Do you love Brahms?
He: I don’t love. Brahms is been man; except that, dead is. And I am not neither a homosexual neither 
necrophiliac. I love you. 
She: Sorry to me is, but I don’t love you. 
He: Because I don’t love Brahms?
She: No; because you much talk little act. 
Step 3 bilingual vocabulary list
verbs voli-te ... - you love/like
priča-te ... - you talk
radi-te ... - you act/do
voli-m ... - I love
ne volim ... - I don’t love
je bio ... - was (“is been”)
je ... - is 
nisam ... - am not
noun Brams-a ... - Brahms, as object of verb
adj. mrtav je ... - he is dead (“dead is”)
pron. ona ... - she
on ... - he
ja ... - I
Vas ... - you, as accented object 
Step 4 translation exercises 
This text appears a little odd in terms of its content, which may seldom be seen elsewhere as an 
introductory text for FL learning. It seems that Ridjanović is quite independent and original not only 
in his teaching technique, but also in his choice of texts.
Structural transparency can be achieved not only through literal translation but also through some 
other  visual  aids,  such  as  colours.  Rathert  (2006),  an  EFL teacher  in  Turkey,  combines  free 
translation with the use of colours to illustrate similarities and differences between languages. For 
example,   
I think that when you meet the person that you want to spend the rest of your life with, you change.
I think that when you meet the person that you want to spend the rest of your life with, you change. 
(English)
Ich  glaube, dass  man sich  verändert, wenn  man die  Person, mit  der  man den Rest  seines  Lebens 
verbringen will, kennen lernt. (German)
Bence hayatinin arta kalanini geçirmek istedigin kisiyle tanistigin zaman degisirsin. (Turkish)
This  kind of  comparison  can virtually  be  made  between  any two languages.  For  instance,  the 
Chinese version of this sentence will be:
我认为当你遇到一个你愿意共度一生的人的时候，你会改变自己。
Colours  in  the  above  examples  demonstrate  how  different  grammatical  parts  in  one  language 
correspond to those in another language. This contrastive analysis can be made in even greater 
depth. For example, the underlined parts in the following sentences are the non-corresponding parts 
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between English and Chinese. 
There are fifty students in the classroom.
教室里有五十个学生。 
Although he liked the watch very much, he did not buy it. 
虽然他很喜欢这块手表，但是他没有买。
He is as tall as his sister, but shorter than his brother. 
他和他姐姐一样高，但是比他哥哥矮。
The different colours clearly indicate where the words and phrases are positioned in L2, and how an 
object,  a  concept  or  an  event  is  expressed  differently  in  L2.  By  looking  at  the  colour-coded 
sentences, learners can easily figure out many grammatical details themselves – such as sentence 
structure,  subject-verb  agreement,  articles,  conjunctions,  and  plural  form  –  even  without  the 
teacher’s explanations. In the above examples, the MT sentences make the meaning of the L2 input 
clear, and the colours make the structure of the L2 sentences transparent. Through this combination, 
the L2 sentences can be vividly and firmly held in the learners’ memory. 
The  advantages  of  this  combination  also  include  the  early  introduction  of  some  authentic  but 
complex sentences and texts in L2. No matter how complex they are, colours can clearly show the 
corresponding elements between L1 and L2, and the information delivered through colours may be 
as clear as the explanations from the teacher. Last but not least, this technique can also fit into some 
difficult  teaching situations, such as big classes,  and a class of students at  different levels with 
different learning needs. No matter how many learners there are in one class and what their learning 
focuses  are,  this  means  of  presentation  gives  each  learner  the  freedom of  paying  attention  to 
different  aspects  according  to  their  own  needs.  For  example,  the  learners  who  are  more 
communicative but less keen on details can put the patterns and phrases into use straight away, 
while the learners who really want to know exactly how the L2 sentence is structured can also get a 
clear picture of the target language and can analyse the two languages as precisely as they like. 
However, regardless of its benefits, this technique, like mirroring, should not be overused and it is 
most suitable for beginners. 
4.6.3 Translation into the Foreign Language as Used in Grammar Exercises
Translation  from L1  to  L2  may  enhance  learners’ linguistic  accuracy  with  the  newly  learned 
grammar points. Vaezi and Mirzaei (2007) carried out a study with 72 pre-intermediate learners in 
Iran. The learners were randomly divided into two groups: One group as the experimental group, 
and the other as the control group. The learners in the experimental group were asked to translate a 
certain number of L1 sentences into English after the new English structures were taught.  The 
learners in the control group received the same amount of grammar exercises from their course 
book and the teacher. Later, both groups of learners were given another achievement test, in which 
the learners in the experimental group who received translation exercises clearly outperformed the 
learners in the control group, especially in terms of linguistic accuracy. This finding supports the 
argument that
an exercise involving translation into the target language of a paragraph or set of sentences which highlight the 
recently taught language item can provide useful  reinforcement  of  structural,  conceptual  and sociolinguistic 
differences between the native and target languages (Atkinson, 1987:244).
Instead of being a source of interference, translation exercises can effectively help to avoid the error 
127
Chapter 4 Open the Door to English with Your Native Language: A Collection of Principled Eclectic Teaching Techniques
transfer from L1 to L2. Below is an example that grammatical hot spots can be trouble shot via 
translation (Lu, 2004:527).
Translate the following Chinese sentences into English.
a. 你喜欢红茶吗？ b. 是的。我很喜欢。 
(a. free translation: Do you like black tea? (b. free translation: Yes, I like it very much.
     literal translation: Do you like red tea?)       literal translation: Yes, I very like.) 
Without special awareness of the differences between L1 and L2, learners often show a tendency to 
produce literal translations. But if the teacher is tactful enough to use translation exercises as a tool, 
making a CA between L1 and L2 and pointing out the places where errors are likely to occur, those 
errors will be paid special attention to and can be greatly reduced in learners’ L2 production. As Lu 
(ibid., 527) suggests, carefully devised translation exercises can be “very useful in eliciting both 
lexical  and  syntactic  transfer  errors”.  It  is  also  reported  by  Liao  and  Fukuya  (2002)  that  in 
translation tasks, irrespective of learners’ native language and their FL levels, literal phrasal verbs 
(e.g. go out, take away) are more often used than figurative phrasal verbs (e.g. turn up, let down), 
and  Chinese  speakers  also  have  the  tendency  to  use  one-word  verbs  (e.g.  rise,  remove,  enter) 
instead  of  phrasal  verbs  (e.g.  get  up,  take  away,  come in).  Phrasal  verbs,  especially  figurative 
phrasal verbs, are used much more often by native speakers than by non-native speakers. To most 
FL learners, the phrasal verbs are not unknown, but they are inactive in their memory due to lack of 
practice. Well-prepared bilingual exercises can help learners activate their existing FL knowledge 
and enrich the reservoir as well. 
4.6.4 Translation into the Mother Tongue as the Fifth Skill
Traditionally, reading, writing, listening and speaking are the “four skills” which define language 
competence.  Translation  (including  both  the  written  form  “translation”  and  the  oral  form 
“interpretation”) into the MT is commonly viewed as a separate skill, necessary only for advanced 
learners who want to become professional translators. Therefore, translation into the MT is rarely 
included in FL classes. Generally speaking, translation as the fifth skill has not yet received the 
emphasis it deserves. 
 How Important Is This Skill?
Discussions in this section of the dissertation suggest that a rich variety of translation tasks can be 
effectively used in a wide range of teaching and learning contexts. Translation is much more than 
just an optional skill. It is an advanced skill which requires a good combination of one’s receptive 
and  expressive  language  abilities.  It  is  also  an  essential  skill  which  should  be  included  when 
defining one’s language competence. If designed properly, translation activities can be employed to 
enhance the other four skills.  “Translation is  at  the very top of the linguistic and cultural food 
chain” is how David Nott (2005) humorously describes the importance of translation. Furthermore, 
translation develops the learner’s accuracy, clarity and flexibility, because “it trains the learner to 
search (flexibility) for the most appropriate words (accuracy) to convey what is meant (clarity)” 
(Duff, 1989:7). In other words, translation exercises can help learners improve a number of abilities 
simultaneously. 
With reference to the contribution of translation to language learning, Brini (2000:493) remarks,
In fact, pedagogical translation consolidates the students’ ability to analyse texts in a functional way enabling 
them  to  pinpoint  the  intended  meaning,  to  acquaint  themselves  with  their  shortcomings  or  linguistic  and 
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cognitive problems, and acquire a good methodology in dealing with such matters as word polysemy, context 
consideration, dictionary consultation, language genius and usage ... Translation is overall a means of measure 
and check that helps students to acquire a suitable degree of flexibility and accuracy in both comprehension and 
expression.
Many FL beginners, especially when learning a FL for the first time, often tend to presume that 
different languages are constructed more or less in the same way except for pronunciation and 
alphabet.  This unjustified presumption is  usually the root cause of the infamous word-for-word 
translation  in  their  L2  performance.  Well-organised  translation  activities  can  effectively  help 
learners  understand that  what  works  perfectly in  their  MT may not  work in the FL,  and what 
appears very natural in the FL may not even exist in their MT. This linguistic and cultural awareness 
is  crucially important in learning a new language. In addition, translation is in fact a problem-
solving process focusing on meaning negotiation and communication in various forms. Translation 
skill  is  first  and  foremost  a  communicative  skill.  Therefore,  it  does  not  make  much  sense  if 
translation activities are excluded from communicative language teaching. 
“With the growing importance of learner-centred language teaching, it is argued that anything that 
helps the learner in his or her own way is surely an asset. [...] Translation as an aid to learning is 
likely to be favoured by analytically-oriented learners” (Popovic, 2001:4). As discussed earlier in 
Chapter 3 (section 3.5.2), Asian learners are particularly analytically-oriented learners who like to 
focus  on  form than meaning.  They often  have difficulty  in  accepting  more  than one  “correct” 
answer.  Thus,  translation  is  an  especially  suitable  activity  for  such  learners  to  overcome  this 
weakness.
Although  the  purpose  of  translation  exercises  in  regular  language  classrooms  is  not  to  train 
professionals, we should never lose sight of the long-term positive impact of this skill on learners’ 
personal and professional lives. In a mobile world such as ours, translation and interpretation are 
practical communication skills which may be applied often in everyday life, for example, being 
asked to translate the menu for foreign tourists in a restaurant, to interpret for a foreigner and a 
salesperson  in  a  shopping  mall,  to  translate  letters  for  friends,  or  to  translate  instructions  for 
colleagues,  and so  on.  More  importantly,  irrespective  of  the  level  of  the  learners,  if  finding a 
relatively  well-paid  job  is  among  their  reasons  for  learning  a  foreign  language,  the  skill  of 
translation will be highly beneficial to them in the future. According to a survey by an authoritative 
US institution, the global translation market had grossed US$22.7 billion by 2005, with a turnover 
in China reaching €2 billion. In spite of the demand, there is a dire shortage of translators in China. 
While it is not too difficult to find a professional translator in places like Beijing and Shanghai, it is 
often necessary to have interpreters airlifted to other inland cities in China, even to some of the 
coastal ones. Thus, it is not surprising for a good interpreter in China to be earning over €1,00033 
from a single assignment (Wu, 2003). 
 Do Learners Really Need to be Trained in Translation? 
Translation is a special skill which can only be developed through special training. Being able to 
use a FL to communicate does not ensure or guarantee that that person will be able to translate in an 
adequate and a satisfactory manner between the FL and his MT. Translation requires discipline, 
study, and continual practice (Tustison, 2006).
All  translation  tasks  entail  comparing  two languages,  being familiar  with  two cultures,  paying 
33 The exchange rate between China’s currency RMB and Euro is roughly 10:1. However, it must be mentioned, in terms of the standard of living, 
the exchange rate is around 2:1. That means, the value of €1,000 in China (=10,000 RMB) is more or less equivalent to a value of €5,000 in  
Europe.    
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attention to fine details, being loyal to the source language, being able to grasp the true meaning of 
the original text quickly and correctly, and being skilful at producing the target language in the most 
comprehensible,  precise and  appropriate way possible.  To satisfy all  these requirements, people 
need to  receive  systematic  training.  As  for  average  FL learners,  there  is  no  time for  so  much 
training, but they need at least some basic guidance on what aspects in translation need to be taken 
note of, and on how to make sense of a set of habits as well as forms of thought and expression and 
how to arrange and produce these ideas in a different but meaningful way.  For example, some 
frequently used words and phrases (see below) are formed very differently in Chinese and English. 
Without relevant exercises or without being specially reminded of the differences,  learners may 
easily be baffled by some seemingly simple daily expressions, and then their natural inclination of 
using word-for-word translation will quickly grow strong. To minimise their propensity for using 
word-for-word  translation,  proper  translation  exercises  should  be  offered  to  learners  as  a 
precautionary measure (The assumed MT is Chinese and the FL is English. Literal translation of the 
Chinese words and phrases back to English is enclosed in brackets). 
a. Words
English: paediatrician gynaecologist veterinarian dentist
Chinese:儿科医生 妇科医生 兽医 牙医
           (children department doctor) (women department doctor) (animal doctor) (tooth doctor) 
English: cock hen bull cow
Chinese:公鸡 母鸡 公牛 母牛
           (male chicken) (female chicken) (male cattle) (female cattle) 
ram ewe boar sow
公羊 母羊 公猪 母猪
           (male sheep) (female sheep) (male pig) (female pig) 
drake duck stallion mare
公鸭 母鸭 公马 母马
           (male duck) (female duck) (male horse) (female horse) 
b. Idiomatic Phrases
English: Fight fire with fire.
Chinese: 以毒攻毒。(Use poison defeat poison.) 
English: Never put the cart before the horse. 
Chinese: 切勿本末倒置。(Never root branch upside-down put/place.) 
English: Kill two birds with one stone.
Chinese: 一箭双雕。(One arrow two vultures.) 
English: Thank God!
Chinese: 谢天谢地！(Thank the sky thank the earth!) 
English: Restricted area to visitors.
Chinese: 游客止步。(Visitors/Travellers stop step.) 
Such translation exercises are indeed necessary for identifying potentially problematic areas in the 
FL,  which  may  otherwise  be  neglected  by  learners  and  remain  unfamiliar  to  them.  Even  for 
professional translators, without continuous study and practice, their work cannot be satisfactory. 
Taking China  as  an example,  at  present,  many of  the  existing translation companies  are  small 
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businesses with varying standards. Very often, there are serious discrepancies between the source 
and target language texts because of poor translation. For instance, in the manual of some imported 
products,  “numerically-controlled  generators”  is  often  mistranslated  as  “digital  generators”, 
“bonded warehouses” as “warehouses for tax protection”, due to lack of due care or lack of sound 
professional knowledge (Wu, 2003). Many “official” bizarre mistranslations (see section 4.2.2 Why 
MT mirroring? for more examples) are frequently encountered in public places in China. Teachers 
may collect them and have them corrected in class – an activity that both the teacher and learners 
will enjoy a lot. 
 How to Develop Learners’ Translation Skill?
Translating translation theories into pedagogical  practice is  in  fact  not as  simple as  it  appears. 
Choosing a text carelessly and distributing it to learners to translate is certainly not a responsible 
way of developing their translation skill. If the task is designed in a haphazard and hasty manner, it 
will easily become one of the routine exercises typical of the Grammar-translation Method, and the 
teacher and learners will be exposed to a situation of excessive dependence on the mother tongue. 
By contrast,  if  designed carefully and innovatively,  translation activities can be conducted with 
learners at all levels and of all ages within a meaningful and communicative context. 
When speaking of what to focus on in activities, Davies (2002) suggests that the key principle to 
make  translation  exercises  attractive  and  useful  inside  a  classroom  is  to  associate  them  with 
everyday life and communication. The level of difficulty of the texts can of course vary according 
to the learners’ FL level and their interest. Words, phrases, simple sentences, or simplified short 
stories can all be good starting points for beginners. Learners at the intermediate level can be given 
more authentic texts, such as magazines, restaurant menus, tourist leaflets, subway advertisements, 
and  subtitled  films,  which  are  all  rich  materials  for  translation activities.  Bilingual  books  (see 
section 4.7.2 for details) can also be effectively transformed into translation tasks. Summarising and 
paraphrasing exercises may be included as well. As for advanced learners, the range of materials to 
choose from is even wider. Teachers may not need to pay too much attention to the difficulty of 
texts, but the selected texts are supposed to be in line with the learners’ learning purpose and their 
interest. Well-chosen paragraphs from best sellers and popular novels, excerpts from Hollywood 
films, conference presentations,  business negotiations are all  acceptable and  reasonable choices. 
Translation,  which  promotes  discovery  and  communication,  can  be  a  very  interesting  way  of 
learning. 
Translation exercises should be a part of the existing teaching schedule and be integrated with other 
ongoing activities.  Another  noteworthy point  is  that  translation tasks  are  expected to assist  the 
improvement of the other four skills but not to replace the training of them, despite the importance 
of translation as a skill as mentioned above. 
 
The following is a collection of tasks which can be used in a variety of teaching contexts: 
1. Pre-translation
This activity is to prepare learners for the following translation activity by familiarising them with some words, 
phrases and expressions to be used later in the translation (Popovic, 2001:6-7).
 
Step 1: The teacher initiates a discussion on the topic to be dealt with later in class. He elicits key L2 words 
from the learners, then writes down the unknown L2 words on the board (in L1). 
Step 2: The learners read the L2 text to be translated and in pairs or in small groups try to find L2 equivalents 
of the words written on the board. 
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Step 3: The whole class compares results. 
An alternative:
Step 1: Vocabulary practice. 
A) How many of the following verbs can be used with an inanimate object?
B) Try them with the following subject: This paper _______
reveal aim consider examine document indicate show describe report
present identify develop maintain view stress contend comment state
hold question detail see put forward investigate deal with
Step 2: Would you use a direct translation of these collocations in your mother tongue?
2. Consolidation Translation 
Immediately after introducing a new structure, the teacher can quickly elicit  translation from the learners, 
which can be conducted from L1 to L2 or from L2 to L1. The purpose of this activity is to check the learners’  
comprehension  and  to  consolidate  what  they  have  just  learned.  Speed  of  the  activity  must  be  carefully 
controlled by the teacher. When the learners cannot recall a sentence promptly and entirely, the teacher should 
help out immediately by giving the full FL sentence, so as to prevent them from guessing and making word-
for-word translation (see section 4.1.2, Phase 1, Step 4 for details).
3. Substitution + Extension Translation
 
After the newly learned structure has been consolidated, the learners can be led to the next stage of practice, in 
which they are asked to form new combinations of sentence elements. The purpose of doing so is to automatise 
a structure in their minds first and then enable them to manipulate it in a more meaningful way (see section 
4.1.2, Phase 2 for details). In this activity, the teacher needs to occasionally introduce new words.
4. Re-translation (Nott, 2005)
Step 1: The learners have a close study of the original text in L1 (or in L2).
Step 2: They are asked to translate it into L2 (or into L1).
Step 3: In an hour or a day later, they are asked to use their own translation work to translate back to L1 (or to 
L2). 
An alternative: re-translation can also be combined with dictation tasks. 
Step 1: The learners are given time to read through a printed text in L2. 
Step 2: They are asked to translate the text into L1. 
Step 3: They are not allowed to look at the original L2 text again, but they can use the L1 translation as a 
guide. They hear a recording of the original L2 text, first straight through, then in short chunks, repeated, with 
short pauses, and in the meanwhile, they write down their L2 version of the recording.  
Step 4: Compare their dictation work with the original L2 text. 
(After the translation, learners can also be asked to consider to what extent and in what ways memory plays a 
part in the dictation.)
5. Summary Translation
It aims to train learners to quickly grasp the essential meaning of a text and to make a summary translation or a 
gist translation of the text. This activity can be organised in a very flexible way: (a) It can be combined with  
reading,  writing,  listening  or  speaking  exercises.  (b)  The  original  text  can  be  summarised  in  the  source 
language or in the target language. This type of task is rather similar to a kind of ordinary and natural response 
in our everyday communication. The following is a typical example (Hervey et al., 1995:6). 
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BOY: Ask your Dad if I can take you to the disco tonight. 
GIRL: O.K. (Exit to find her father)
(to father) Dad, there’s a disco on at the Y.M.C.A. tonight. Can I go?
DAD: Just a minute. Who’s taking you?
GIRL: Guess who.
DAD: Oh, I see. And what time does it start?
GIRL: Eight o’clock – and it finishes at midnight.
DAD: Right. If you make sure you get your homework done by seven and get what’s-his-name to bring you 
home the moment the thing finishes, you can go. But I want you back here by 12.15 at the latest, and no 
messing around going round to friends on the way, or whatever it is you lot get up to in the middle of the night. 
And you come right in and go to bed when you get home, is that clear? No hanging around at the door saying 
goodnight for hours on end. 
GIRL: O.K., Dad. Thanks. (Goes back to find Boy)
BOY: Well? What did your Dad say?
GIRL: He says we can go as long as we come straight back at quarter past midnight – and as long as we 
behave ourselves.
The girl’s last response is a summary of what her father had said. This is the part that learners are asked to 
complete in “Summary Translation” exercises. The answer can be either in the source language or in the target 
language. 
6. Parallel Text Translation
“Parallel  text”  in  this  section is  different  from the  texts  used  in  “parallel  reading” (see  Lateral/Bilingual  
Reading in section 4.2.3 and section 4.7.2 for details), although “parallel reading” texts are also suitable for 
translation exercises. Parallel text translation here is an application of the approach developed by two French 
linguists – Vinay and Darbelnet (1958). In this activity, L1 and L2 are presented side-by-side. But they are not 
exact translation equivalent texts to each other. Instead, they are two different stories or two different reports 
on a common topic, so there are thematic and lexical elements common to both texts. Learners are asked to 
translate the two texts with the help of the two texts. This activity requires a certain level of FL proficiency, 
both on the part of the learner and the teacher. Hence it may not be suitable for learners below intermediate 
level. Basic steps of this activity are as follows (Nott, 2005):
Step 1: The learners work (in pairs/individually) on the L1 text, making a list of some of the lexical, syntactic 
and stylistic problems they have in translating it into L2. 
Step 2: They turn to the L2 text, noting the words and phrases corresponding to those in the L1 text. 
Step 3: They use as many items as they can find in the L2 text as possible solutions to their problems with 
translating the L1 text, and revise the draft of their L2 translation accordingly. 
Step 4: The teacher makes a summary.
In order to find suitable texts for this activity, it is best to search the Internet for reports on current events,  
which are often quite similar in content and structure without being translations. The following is an example 
of this kind of texts, which were found in a Chinese and an English website respectively.
(Adapted from China Economy 09/10/2009) (Adapted from Time 09/10/2009)
中新网 10月 9日电 综合报道 美国总统奥巴马 9日获得 2009 年诺贝
尔和平奖。得知消息后，奥巴马的发言人在当地时间 6点左右打电
话，从睡梦中唤醒了他。一位政府官员说，奥巴马对获奖感到“惶
恐”。据悉，奥巴马可能在当地时间 9日晚些时候就此进行电视讲
话。 
消息传出后，国际社会对奥巴马的获奖也表示了高度关关注：有祝
贺，有要求，有反对，不尽相同。
Nelson Mandela Foundation
“We trust that this award will strengthen his commitment, as 
the leader of the most powerful nation in the world, to continue 
promoting peace and the eradication of poverty.” 
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Kofi Annan
“It was an unexpected but inspired choice. In an increasingly 
challenging and volatile world, President Obama has given a 
sense of hope and optimism to millions around the world.”
欧盟委员会主席巴罗佐祝贺奥巴马获奖，认为其将“激发人们对建
立一个更安全的世界的期望”。巴罗佐在声明中表示，作为 “世界
最重要的军事强国的 领导者”，奥巴马上任伊始就提出了“一个没
有核武器的世界的远见”，此次获奖也是这一远见的反应和表达。
巴罗佐认为，在面临全球性挑战的情况下，奥巴马下定决心，与美
国在全球的合作伙伴密切合作，形成了全球化应对措施。奥巴马获
奖是对他在这方面所做贡献的一种“承认和酬谢”。
José Manuel Barroso, the European Commission President
“A tribute to President Obama’s commitment to the values of 
peace  and  progress  of  humanity.  This  award  is  an 
encouragement for engagement by all those who can contribute 
to bring about a safer world.” 
阿富汗总统卡尔扎伊发言人称，奥巴马是赢得诺贝尔和平奖的“适
当”人选，对奥巴马获奖一事“表示祝贺”，称奥巴马的“辛勤工
作和对全球关系的新设想，在全球范围内创造一种友好、良好关系
的意愿以及为全球和平做出的努力，都使得他成为获得诺贝尔和平
奖的适当人选”。
Afghan President Hamid Karzai
“We  congratulate,  wholeheartedly,  President  Obama  on  the 
award of this prestigious award. We recognize and commend 
President  Obama’s  vision  and  leadership  with  a  hope  that 
peace and normalcy will return to Afghanistan and our region.”
法国总统萨科齐祝贺了奥巴马，并表示他的获奖说明美国再次“获
得了世界人民的心”。他在给奥巴马的信中说，诺贝尔奖评审会看
到了他在“人权、公正和和平方面和诺贝尔本人一样的坚定决
心”，公正对待了“你寻求不同国家、文化之间对话、宽容的眼
光”。
French President Nicolas Sarkozy
“It  confirms,  finally,  America’s  return  to  the  hearts  of  the 
people of the world.”
日本首相鸠山由纪夫表示，自从奥巴马上任后，他看到了“世界在
变化”。“我非常高兴，从心底祝贺他。”鸠山说，“他在布拉格
号召无核世界是非常杰出的举动。”
意大利总理贝卢斯科尼表示他和内阁成员对奥巴马获奖“击掌祝
贺”，菲律宾总统阿罗约则说奥巴马获奖“当之无愧”。
国际原子能机构总干事巴拉迪表示对这一结果感到“由衷高兴”。
巴拉迪说，就任不到一年，奥巴马已改变了世人看待自身和世界的
方式，同时再度点燃 了世界和平的希望。“我目前不能想到更合适
的人选”。他说，奥巴马带来了一个基于人类正直、公平和自由的
世界的新愿景，“启发了我们所有人”，“他表明了 自己把世界看
作一个大家庭，无论宗教和种族”。巴拉迪还特别赞赏了奥巴马推
进国际无核化的努力。
Mohamed  ElBaradei,  the  director  general  of  the 
International Atomic Energy Agency and 2005 winner of 
the Nobel Peace Prize
“I cannot think of anyone today more deserving of this honor 
...  President  Obama has  provided  outstanding  leadership  on 
moving towards a world free of nuclear weapons.”
2008 年的诺贝尔和平奖获得者、芬兰前总统马尔蒂·阿赫蒂萨里表
示，诺贝尔奖是对奥巴马的鼓励，希望他在促进中东和平等方
面“好运”。
德国总理默克尔也认为，这是“对奥巴马和我们所有人的鼓舞”，
是要大家“为和平多出力”。
伊朗总统内贾德的媒体顾问杰万费科尔表示，对奥巴马获奖一
事“没有感到不安”，希望获奖能够“激励”奥巴马，“开始采取
切实措施，为世界秩序伸 张正义”，“以消除世界的不公正”。杰
万费科尔还特别指出了奥巴马必须采取行动来证明其获奖实至名
归，一是响应内贾德自 2005 年上任以来一直呼吁的“取消联合国安
理会行使否决权”的诉求，二是“表明自己在缩小美国及受美影响
国家的贫富差距上所做出的贡献”，如美国不再浪费过剩的小麦产
量，而是用其支援非 洲国家。
Ali  Abkar Javanfekr,  a  media  aide  to  Iranian  President 
Mahmoud Ahmadinejad
“We are not upset, and we hope that by receiving this prize, he 
will  start  taking  practical  steps  to  remove  injustice  in  the 
world. If he removes the veto from the United Nations Security 
Council, then it shows the prize was given correctly to him.” 
祝贺之外也有不同意见。塔利班谴责了挪威诺贝尔委员会将和平奖
授予奥巴马的决定，称奥巴马“没有采取任何步骤使阿富汗走向和
平”。
Zabihullah Mujahid, a Taliban spokesman
“He has done nothing for peace in Afghanistan ... We condemn 
the award of the Nobel Peace Prize for Obama.” 
Mikhail  Gorbachev,  the  former  Soviet  leader  and  1990 
Nobel Peace Prize winner
“I am happy. What Obama did during his presidency is a big 
signal — he gave hope. In these hard times, people who are 
capable  of  taking  responsibility,  who  have  a  vision, 
commitment and political will, should be supported.” 
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NATO Secretary-General Anders Fogh Rasmussen
“I warmly congratulate President Obama on winning the Nobel 
Peace Prize. President Obama has made extraordinary efforts 
to strengthen international diplomacy and cooperation between 
peoples.”
7. Translating the Subtle Nuances of Colloquial Speech
“Translating the Subtle Nuances of Colloquial Speech” aims to raise learners’ linguistic and cultural awareness 
to a very high level, which is especially suitable for advanced learners. A personal experience from my own 
undergraduate study may serve well as an illustrative example. One of the courses in the curriculum was called 
“Intensive Reading”. Regardless of its confusing name, the procedure and method adopted by many lecturers 
as a routine was to parse reading passages in great details. However, one of the lecturers of this course took a 
completely different approach. He asked us to read the passages in the textbook ourselves after class, because 
those passages were in fact simple enough for advanced learners to comprehend alone. In every lesson, he gave 
us  intensive  training  in  spontaneous  English-Chinese  and  Chinese-English  interpretation.  During  the  two 
semesters he lectured us, our class (the only class he taught in that year) outperformed other classes in this 
course for both semesters. My classmates and I did not really know why his method worked best for us, but I  
can clearly remember that at the time we found his approach original and effective. He focused mainly on 
raising our awareness of cultural subtlety and delicacy of speech. I can still vividly remember some of the 
examples he gave us. 
I. Don’t square the circle any more. It’s only a waste of your time. 
A. correct translation: 你不要再白费力气了。那只是浪费时间。
B. incorrect translation: 你不要再绕着广场跑了。那只是浪费时间。
If the translator is not familiar with the idiom “square the circle” and translate it as “walk or run around a 
public square”, the reader or audience will be very perplexed. Learners need to be sensitive to the pitfalls of 
literal translations. 
II. Chinese: 明天下午两点老地方见。不见不散。
A. correct translation: Let’s meet at  two o’clock tomorrow afternoon in the old place. I won’t  leave there 
without seeing you. / I’ll wait for you until you arrive. 
B. correct and better translation: Let’s meet at two o’clock tomorrow afternoon in the same place. See you 
there. 
Two words here need to be paid special attention to: (a) The word “old” in translation A can either mean 
“really old, a historical site” or mean “the same place we often meet”. So the phrase “in the same place” in 
translation  B is  more  precise.  (b)  The  translation  of  the  second sentence ( 不见不散 )  in  translation  A is 
grammatically correct and culturally acceptable, but it is not the usual style that native speakers will normally 
use. So “See you there” is much more colloquial and native-like in this case. 
III. Chinese: 他的手很黑。(literal translation: His hand is black.)
This short sentence can mean different things in different contexts. 
A. His hand is black. (A boy paints his hand with black ink. A playmate is pointing at his hand and saying this 
sentence to the teacher.)
B. His hand is dirty. (Somebody’s hand is dirty. Another person is commenting on it.)
C. He is a heartless and cruel person. (The speaker is using a metaphor to describe the personality of another 
person.) 
8. Paragraph/Text Translation
This activity is especially suitable for advanced learners. The teacher can give the learners different types of 
texts, such as literature, editorials, newspaper articles, medical instructions, and manuals of electronic devices. 
It aims to help the learners realise that at a very high level of translation, in order to fully understand what the 
author really wants to say and then to produce the most comprehensible and coherent translation, the translator 
should study the text at paragraph level, not at sentence level. Some internationally well-known newspapers 
and magazines  which have multilingual  versions are ideal  materials  to  choose  from. The following is  an 
excerpt from Financial Times (27/10/2008). 
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FL MT
Bilateral Thinking 英国企业在中国
It  also  offers  unrivalled  opportunities  for  British  businesses, 
which  already  export  more  to  China  than  to  any  other  Asian 
country and invest more in the country than any other European 
nation.  Unsurprisingly,  the  UK  government  is  keen  to  further 
strengthen  trade  and  investment  links  and  has  increased  its 
support  for  British-based  organisations  hoping  to  enter  the 
Chinese market.
中国也为英国企业提供了无与伦与的机遇。英国对中国的
出口超过对其它任何一个亚洲国家的出口；在中国的投资
多于其它任何一个欧洲国家。不难理解，英国政府非常希
望进一步加强双方的贸易投资关系，并加大了对希望进入
中国市场的英国企业的支持。
Yet  the  impact  of  the  global  credit  crunch  has  dented  investor 
confidence,  as  the  world  waits  to  see  just  how  sensitive  the 
Chinese economy will be to the slowing economies of Europe and 
North  America.  Moreover,  the  business  environment  in  China 
remains  challenging,  with  some  sectors  off-limits  to  UK 
businesses, continuing problems in protecting intellectual property 
rights  and  inflation  boosted  by  rising  commodity  prices  and 
labour shortages in the biggest centres.
然而，全球信贷危机的影响削弱了投资者的信心。全世界
都在观望：欧洲和北美经济放缓到底将对中国经济产生多
大影响。此外，中国商业环境仍具挑战性：部分行业禁止
英国企业进入，知识产权保护方面仍存在问题，大宗商品
价格上涨推高了通胀，以及主要中心城市存在劳动力短缺
问题。
Lord Digby Jones, who recently stepped down as Britain’s trade 
and investment minister, says that despite such considerations, the 
trade relationship between the UK and China is deepening rapidly. 
“In  the  current  world  economic  climate  and  against  the 
background of globalisation, a strong partnership is essential  to 
capitalise on mutual strengths,” he says.
最近卸任的英国贸易投资部长蒂格比 琼斯• (Digby Jones)勋
爵表示，尽管存在这些因素，英中两国的贸易关系正在快
速加深。他说：“在当前世界经济环境和全球化背景下，
牢固的合作关系对于发挥彼此的优势是至关重要的。”
In  fact,  in  the  process  of  translation,  a  lot  of  factors  such  as  special  terminology,  cultural 
background,  syntactic  constitution,  (in  conversations)  a  speaker’s  gender,  age,  nationality, 
personality, profession, educational level, all need to be taken into consideration. Translation is not 
only a process of linguistic transformation from one language to another, but also a cross-cultural 
transfer for the purpose of effective communication (Shih,  2008). In the present-day translation 
profession,  “there  is  a  changed  emphasis  from  literary  to  linguistic,  from  art  to  skill,  from 
proposition to communication” (Newmark, 1991:62). It is also in the best interests of learners to 
bring this shift  to the field of FLT. This is  because translation is a wonderful  activity to assist 
learners in reaching a  higher level of accuracy,  fluency,  attentiveness,  and linguistic as well  as 
cultural familiarity with the two languages.
Notes: 
1. When designing a translation activity, the teacher must always bear in mind the level of the learners (e.g. for 
beginners, use simple texts, from L2 to L1), the age of the learners (e.g. their interest, understanding abilities), 
how much time you have in class, the purpose of translation (e.g. for linguistic consolidation or for aesthetic 
appreciation, for communicative acceptability or for literary adequacy), etc.  
2. After each task, the teacher should give a summary in which his translation of the task is presented to the 
learners, but it must be emphasised it is not the only “correct” version. In terms of translation assessment, the 
traditional  practice  of  negative  marking  is  often  discouraging  and  disorienting  for  learners.  In  marking 
translation, the teacher can indicate errors and inappropriate expressions on the learners’ copies, without giving 
the correct or suggested version, and ask the learners to revise their text and resubmit it. Alternatively, after 
receiving the teacher’s feedback on their work, the learners can be asked to rework their text using a fresh 
unmarked copy (Nott, 2005). 
3. At the beginning or the end of some tasks (which are typical tasks of that kind), the teacher can provide advice 
on  translation  strategies  (e.g.  diction,  word  order,  synonyms,  key  words,  priorities),  on  effective  time 
management and anxiety-calming measures, etc. If time allows, he can also exemplify step by step the process 
of analysing and decision-making in usual translations. 
4. All the above tasks can be used in pair work, group work, or be completed by individual learners, or be used in 
class or after class as homework. Most of them can be combined with other activities, e.g. reading, writing, 
listening or speaking. 
5. Last but not least, the above-mentioned translation tasks are just some general ideas from which hopefully 
teachers can draw their inspiration. Teachers must constantly make their own decisions according to a given 
teaching situation about the length of tasks, the difficulty of activities, what materials to use, what the aim and 
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focus of the exercises are, etc. 
4.7 How Is the Mother Tongue Used in FL Commercial Courses?
If  researchers  are  still  considered  theoretical  and  impractical  in  some  ways,  publishers  of 
commercial language teaching and learning materials should be the most pragmatic and learner-
centred. For publishers, nothing else can be more important than what really works for language 
learners and what is really welcomed by them, as it is understandably where the profits come from. 
This section examines how the learner’s MT is used in FL commercial courses. 
4.7.1 Self-study Courses 
Assimil is a well-known French publisher of FL courses. Established at the end of the 19th century, 
Assimil  has  gained  widespread  popularity  among  learners  from different  countries  for  over  a 
century. It produces textbooks with audio materials. In Assimil books all the texts are bilingual, and 
both free/idiomatic and literal translations are provided. The following is an example of a lesson in 
the Assimil Chinese course (Kantor, 2005:181-185). 
FL MT
难不难
nán-bù-nán
Is it Difficult?
difficult neg. difficult?
我听说你学中文!
Wǒ tīng-shuō nǐ xué zhōngwén!
I hear you are learning Chinese!
I hear say you learn Chinese!
是! 上个月就开始了! 
Shì! Shàng-ge yuè jiù kāishǐ le!
Yes! I started last month!
be! last month then start le!
怎么样? 难不难?
Zěnme yàng? Nán-bù-nán?
What’s it like? Is it difficult?
what aspect? difficult neg. difficult?
说话还可以，写字比较难! 
Shuō huà hái kěyǐ, xiě zì bǐjiǎo nán!
Speaking is alright, but the writing is rather difficult!
speak word still can, write characters comparatively difficult!
对! 汉字是不容易写! 
Duì! Hànzì shì bù róngyì xiě!
That’s true! Chinese characters are not easy to write!
correct! Chinese characters be neg. easy write!
要花很多时间!
Yào huā hěn duō shíjiān!
You have to spend a lot of time!
need spend very much time!
说话呢? 
Shuō huà ne?
And for speaking?
speak word ne?
我有录音机! 很方便! 
Wǒ yǒu lùyīnjī! Hěn fāngbiàn!
I’ve got a tape recorder. It’s very practical!
I have tape recorder. very convenient!
你学广东话吗? 
Nǐ xué guǎngdōng huà ma?
Are you studying Cantonese?
you study Cantonese interr.?
不! 我学北京话!
Bù! Wǒ xué běijīng huà!
No, I’m learning Mandarin!
neg., I learn Mandarin!
广东话和北京话的写法儿一样吗? 
Guǎngdōng huà hé běijīng huà de xiěfǎr yíyàng ma?
Are Cantonese and Mandarin written in the same way?
Cantonese and Mandarin de writing same interr.?
一样! 大家都用汉字!
Yīyàng! Dàjiā dōu yòng hànzì!
Yes! Everyone uses Chinese characters!
same! everyone all use Chinese characters!
写一样，可是说就不一样了! 
Xiě yíyàng, kěshì shuō jiù bù yíyàng le!
They are written the same, but spoken differently!
write same, but speak then neg. same le!
现在大家都懂北京话! 
Xiànzài dàijiā dōu dǒng běijīng huà!
But now everyone understands Mandarin!
now everyone all understand Mandarin!
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这样很方便!
Zhèi yàng hěn fāngbian!
That’s very practical!
this aspect very convenient!
 (An excerpt from Assimil Chinese With Ease, Volume 1, p181-185) 
Notes:
1. neg. = negative
2. interr. = interrogative
3. The sentence-final particle le is used to indicate a new situation, or that a certain level has been achieved. 
4. The sentence-final particle ne means “well ... then!” “so ... then... !” It is usually used to reinforce the affirmative or the interrogative. 
5. The particle de usually comes between the modifier and the noun or phrase to be modified. 
In the right column of the above table, the foreign text is presented in line with what Butzkamm 
calls “dual comprehension” – first what it means, and then how it is constructed. The mirrored 
sentences are in  italics.  This  design  saves paragraphs of  tedious grammatical  explanations,  and 
more importantly, it provides learners with the most direct and clearest contrasts between their MT 
and the FL. By studying the mirrored texts carefully, learners can easily spot the “odd” or “unusual” 
parts of the target language, to which particular attention should be paid when they create new FL 
sentences themselves. For example, in English it is correct to say “everyone uses/understands/does 
...”, while the equivalent expression in Chinese is “everyone all use/understand/do ...”. If learners 
have noticed this difference, they may soon be able to make almost an infinite number of sentences 
using the same structure {e.g. 在中国, 大家都用筷子 (= In China, everyone all use chopsticks), or 大家都羡慕他 
(=  everyone  all  admire  him)}.  The dual-comprehension mechanism is  used  in all  series  of  Assimil 
course books.
As  mentioned  in  section  4.2.2,  as  a  didactic  device,  translations  should  become less  literal  as 
learners progress and should be restricted to those structures which learners are about to learn for 
the first time. However, in Assimil courses, the mirroring technique is used throughout the whole 
series and the literal translation is not reduced even until the end of the books. This is perhaps 
because Assimil is a self-study course whose authors have no way of knowing about the exact level 
of the readers. If a reader is an absolute beginner, he will surely start from Lesson One. As he 
progresses,  many  literal  translations  are  no  longer  useful  for  him.  But  if  a  reader  is  at  pre-
intermediate level, he may start from a lesson in the middle of a book. Therefore, for the sake of 
simplification, the authors include literal translation in every lesson.
Nevertheless,  I  find the mirroring technique is  misused in some cases,  because it  creates more 
confusion than clarity. For example,
Example FL MT
1 Lesson 22 
sentence 9 
p.109-110
我快毕业了！
wǒ kuài bìyè le!
I graduate soon!
*I about accomplish course le!
*I soon graduate le!
2 Lesson 23 
sentence  1 
p.113-114
来！你抽一支吧！
lái! Nǐ chōu yì zhī ba!
Come on! Have one (a cigarette)!
*Come! You drag one class. suggestion!
*Come! You smoke one zhi ba!
3 Lesson 23 
sentence 2 
p.113-114
谢谢！我不会抽烟！
Xièxie! Wǒ bú huì chōu yān!
(No) thank you! I don’t smoke!
*Thank you! I neg. know how drag smoke! 
*Thank Thank! I not know how to smoke!
4 Lesson 26 
sentence 1 
p.135-136
他跟你说过没有？
Tā gēn nǐ shuō-guo méi yǒu?
Did he tell you?
*He with you speak experiential neg. have? 
*He to you tell guo not?
(From Assimil Chinese With Ease, Volume 1)
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Notes: 
In the above table, in the very right column, for each example, the first sentence marked with asterisk and 
underlined are original sentences from the Assimil book, while the second sentence marked with asterisk and in 
italics are the suggestions for improvement from the author of this dissertation.  
In the above table, the mirroring technique is overused mainly in two aspects:
1. “Etymological  fallacy”.  Just  as  when  a  Chinese  teacher  of  English  teaches  the  word 
understand  or package,  he should not mirror the word as  under +  stand  or pack + age, 
which would be, according to Sweet (1899/1964), an “etymological fallacy” that does not 
make sense any more. This is exactly the case with the above examples. The equivalent 
English words to Chinese words  毕业  (see  Example 1) and  抽烟  (see Example 3)  are 
graduate  and smoke  (verb).  These  words  should  be  learned  as  a  whole  rather  than  be 
recognised as two separate characters  accomplish +  course  and drag + smoke. When the 
literal translation is overused or misused, it will cause more confusion than comprehension. 
In a sense this kind of translation is not loyal to the source text, as it does not reflect the true 
meaning of the target language.
2. Explanation of classifiers and particles. Again, if I were an English learner of Chinese, I 
would not understand what 抽一支 (see Example 2) and 他跟你说过没有? (see Example 4) really 
mean just by looking at the translations drag one class and he with you speak experiential  
neg. have?. Although I can see the intention of the coursebook writer who tries to explain 
the functions of some Chinese words in the text, still it may not be a good idea to insert the 
explanations directly  in  the  mirrored  sentences.  Because  on the  one  hand,  the  learner’s 
understanding process  will  be  interrupted when grammatical  explanations  appear  in  the 
middle of the translations. It would be much better to translate Example 2 抽一支 as smoke 
one zhi (=a stick of) (cigarette is omitted here) and Example 4 他跟你说过没有?  as he with you 
speak guo not have?, and the functions of classifiers and particles and the like are explained 
beneath the mirrored sentences or later in footnotes. In this way, the learner’s understanding 
process will go as a flow and the Chinese grammar is also clearly explained. On the other 
hand, an effective presentation would emphasize the structure of the target language with the 
assistance of grammatical explanations, but not the other way round. For instance, Example 
2 and 4 aim to teach learners specifically how to use the classifier 一支 (yizhi = a stick of) in 
front of the noun 烟 (yan = cigarette) and how to use the particle 过 (guo) in the past tense. 
However, the above-quoted mirrored sentences in the Assimil course only tell learners that a 
classifier should be used in front of a noun (e.g. cigarette) and a particle should be used 
when indicating the past tense. But which classifier should be used in front of the noun 
cigarette and which particle should be used to indicate the past tense still remain unclear to 
the learners, which does not really help them much with learning the target language.  
In addition, the consistency and accuracy of using the mirroring technique in the Assimil course 
should be improved. For instance, in Example 1, the sentence-final particle “le” is inserted directly 
in the mirrored sentence, however, in Example 2, the sentence-final particle “ba” is mirrored as 
“suggestion”. The presentation is apparently not consistent. The Chinese word “ba” is a particle 
used at the end of a sentence to indicate the sentence is a suggestion. Again, as mentioned before, it 
would be better to explain the function of such words in footnotes and insert them directly in the 
mirrored  sentences.  Moreover,  some  sentences  are  not  mirrored  accurately.  For  instance,  in 
Example 4, the sentence  他跟你说过没有？ is mirrored in the Assimil book as  He with you  speak 
experiential neg. have?. Having looked at the sentence more closely, I would suggest it would be 
more accurate to mirror this sentence as He to you tell guo not?.
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Although  some  worldwide  well-known publishers  like  Assimil  have  made  great  progress  over 
generations in developing language course books by using bilingual techniques, the above analyses 
show that closer examination and further research is still very much needed in order to help learners 
achieve better learning results, faster.
  
4.7.2 Books
Materials containing side-by-side translation have been traditionally preferred by many teachers and 
learners as an efficient way to enlarge FL vocabulary and to enrich cross-culture understanding. 
There has hardly been a shortage of bilingual books in the FL learning market. Simply by searching 
“dual language” (instead of “bilingual”, as “bilingual” is too broad as a keyword) in the category of 
“books” at “amazon.com” alone, you will easily find almost 5,000 bilingual books available. The 
value of learners’ MT has gradually been recognised and approved by many world-class publishers. 
For  example,  since  the beginning of  the  1990s,  a  German publisher  –  Deutscher  Taschenbuch 
Verlag (dtv) – has published a whole series of more than 100 dtv zweisprachig bilingual books in 10 
foreign languages. On its web page34, it writes, “this series uses a well proven as well as an up-to-
date FL learning method: without dictionaries and without wasting time in looking up grammar 
books,  one  can  read  foreign  literature  in  foreign  language.”  This  method  is  the  side-by-side 
bilingual reading method. The following is an excerpt from O. Henry’s story “The Gift of the Magi” 
in an English-German book  Simply love/Einfach Liebe in dtv bilingual book series (Raykowski, 
2008:146-147). 
Jim had not yet seen his beautiful present. She held it out to him eagerly 
upon her open palm. The dull precious metal seemed to flash with a 
reflection of her bright and ardent spirit.
Jim hatte ja sein schönes Geschenk noch nicht gesehen! Schnell hielt 
sie es ihm hin. Ihr freudiges Strahlen schien dem stumpfen Edelmetall 
hellen Glanz zu verleihen.
“Isn’t it a dandy, Jim? I hunted all over town to find it. You’ll have to 
look at the time a hundred times a day now. Give me your watch. I want 
to see how it looks on.”
«Ist sie nicht großartig, Jim? Ich habe in der ganzen Stadt gesucht, bis 
ich sie entdeckte.  Jetzt  musst du hundertmal am Tag nachsehen, wie 
spät es ist. Gib mir doch mal deine Uhr. Ich möchte sehen, wie beide 
zusammenpassen.»
Instead of obeying, Jim rumbled down on the couch and put his hands 
under the back of his head and smiled.
Anstatt zu tun, worum sie ihn gebeten hatte, ließ sich Jim auf das Sofa 
fallen, verschränkte die Hände hinter dem Kopf und lachte.
“Dell,” said he, “let’s put our Christmas presents away and keep’em a 
while. They’re too nice to use just at present. I sold the watch to get the 
money to buy your combs. And now suppose you put the chops on.” 
«Dell»,  sagte  er,  «lass  uns  die  Weihnachtsgeschenke  für  eine  Weile 
wegschließen. Sie sind zu schön, um jetzt gleich benutzt zu werden. 
Ich habe nämlich meine Uhr zu Geld gemacht, um dir diese Kämme zu 
kaufen. Ich glaube, jetzt könntest du wirklich die Koteletts zubereiten.»
This is a classic example of bilingual books or “lateral reading” – learners first read the FL text and 
then shift to the MT when comprehension difficulty arises and then shift back to the FL again to 
consolidate the FL input. Similar bilingual reading materials are also widely available in China. For 
example,  Oxford  University  Press  and  one  of  China’s  most  prestigious  publishers  –  Foreign 
Language Teaching and Research Press  –  jointly published a  series of reading materials  called 
“Bookworm” Oxford English-Chinese Bilingual Reading Comprehension. This series is a collection 
of simplified bilingual versions of some well-known Western novels and classics. China’s Children 
Publishing House also worked together with another leading UK publisher,  Harcourt  Education 
International,  and published the  Children’s  Bilingual  Reading Tree series.  One of  Japan’s  most 
popular cartoon series Doraemon was also imported by China’s 21st Century Publishing House and 
the  Doraemon English-Chinese Bilingual Cartoon Books were  published in 2008.  Furthermore, 
34 http://www.dtv.de/thema/zweisprachig_1060.html
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there are also the  Chinese-English Bilingual Readings series from Qinghua University Press, the 
Wonderful Bilingual Fairy Tale Land series from Fujian Children Publishing House, the  Bedtime 
Reading series from Aviation Industry Publishing House, the Beautiful English series from Tianjin 
Education Publishing House, the Longman English Classics series from Jilin Publishing Group, the 
English and American Classics – Essential  Readings for College Students series as well  as the 
Foreign Literature Classics Easy Listening Easy Reading series from Qingdao Publishing House, 
the Yiwen Bilingual Readings series from Shanghai Yiwen Publishing House, the Harvard Blue Star 
Classics Bilingual Readings  series from Tianjin Science and Technology Translation Publishing 
Group, and so on. The format of lateral translation is commonly used in all of these series. The 
following excerpt is taken from the “Bookworm” series. 
“Bookworm” Robinson Crusoe Excerpt
(English version, simplified) (Chinese translation) (New vocabulary)
1
My first sea journey
......
1
我的第一次海上旅行
......
journey n. going from one 
place to another.  旅行; 旅程
My father did well  in his business and I went to a 
good school. He wanted me to get a good job and live 
a  quiet,  comfortable  life.  But  I  didn’t  want  that.  I 
wanted adventure and an exciting life. 
我父亲在生意上做得很出色，并且我也进了一所好学
校。他希望我得到好的工作，过一种平静，舒适的生
活。但是我不希望如此。我喜欢冒险和刺激的生活。
adventure n. doing something 
exciting, dangerous, etc. 冒险; 
惊险活动。
“I want to be a sailor and go to sea,” I told my mother 
and father. They were very unhappy about this.
“我想成为一名水手去航行。” 我告诉父母亲。他
们对此很不高兴。
sailor n. someone who helps to  
control a boat or ship. 船员; 
水手; 水兵。
“Please  don’t  go,”  my  father  said.  “You  won’t  be 
happy,  you  know.  Sailors  have  a  difficult  and 
dangerous life.” And because I loved him, and he was 
unhappy, I tried to forget about the sea.  
......
“不要去，” 父亲说.. “你不会幸福的，你知道。
水手过着艰苦而且危险的生活。” 因为我爱父亲，
他不高兴，我便试图忘掉大海。
......
Since  2005,  the  German  Publishing  Group  Langenscheidt  has  also  launched  a  new  series  of 
children’s  books  which  use  the  “zweisprachig”  or  “Sprachmix”  technique that  is  actually  very 
similar to the dual-language-mix technique used in O’Sullivan and Rösler’s  books as discussed 
earlier (see section 4.2.3 for details). The only difference is that in O’Sullivan and Rösler’s books 
the two languages are interwoven everywhere and every person sticks to his or her native language, 
while in the Langenscheidt books, all narrations are in German and all dialogues are in English. 
Below is an excerpt from the book The Golden Dog/Der Goldhund (Hartmann, 2007:123).
“Is that the problem?”, mischte Ciara sich ein. “She doesn’t want a dog coming inside the caravan?”
Maeve zuckte die Achseln. “I don’t know.” She starrte Finn an, sagte dann: “I guess so.”
“In that case, I have an idea”, sagte Ciara. Alle schauten sich erwartungsvoll an. “Sean, my uncle who owns the 
dog Finn found, can give him a puppy. Finn would have to take care of it  and train it.  Dogs need a good 
education, too”, sagte sie und grinste. “I know it’ll be very hard for Finn and the dog, but he can be trained to  
stay outside the caravan.” 
Während  Britta  und  Maeve  die  Idee  hervorragend  fanden,  war  klar,  dass  Finn  sich  dafür  nicht  sonderlich 
begeistern konnte. 
“It’s your choice”, sagte Maeve zu ihm. “It’s either a dog that stays outside or no dog at all.” Leise fügte sie 
hinzu: “Of course, we’d have to talk to Granny first.” 
When the vast majority of educators are talking about monolingual (FL-only) teaching, why does 
Langenscheidt use the learners’ MT to assist their reading? As one of the leading enterprises in the 
publishing industry, Langenscheidt is very unlikely to develop a product which has no market.  In 
the introduction of the Langenscheidt series, the advantages of bilingual texts are clearly presented 
as follows (the original text is in German): 
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Maybe  you  have  asked  yourselves  why  Langenscheidt  offers  bilingual  readings  for  children.  After  all,  
pedagogues believe that pupils learn best in monolingual classes.
What is right for school lessons, may not necessarily be right for private reading materials. Just imagine your 
child has just learned English for two or three years and should read an English-only text: a text with simple  
content may be rather boring, because text writers can hardly produce exciting stories with a small number of  
words. However, interesting texts often contain more words and more difficult grammar, which is not attractive  
to children either.  
To make English reading easier and more exciting for your child, our readings are therefore bilingual…
The bilingual stories make your child’s reading suitable for his level.  The enjoyable reading experience will  
increase the motivation by which the learning of new words and idioms are made easier again. 
4.7.3 Online Language Courses
Many  countries  offer  free  self-study  online  language  courses  to  foreigners  via  their  radio 
broadcasts. All the courses are carefully designed as colloquial, practical, accessible and intensive 
as possible, in order to enable learners to communicate in the FL in basic situations in the least 
possible amount of time. Almost all of the courses are bilingual, and some of them also offer video 
clips and illustrations to assist comprehension. In the following table, some radio language course 
excerpts  from  CRI  (China  Radio  International),  BBC  (British  Broadcasting  Company),  and 
Deutsche Welle (Germany’s national radio broadcaster) are taken as examples, which all use the 
learners’ MT as a teaching medium (Learners’ MT is marked in italic type. The English translations 
in brackets are provided by the author of this dissertation).
CRI (from CRI, “Learn Chinese”, Lesson 22: Can you speak Chinese? 
Available at: http://english.cri.cn/3426/2007/11/01/102@290097.htm)
Manli: Now learn 汉语, with Learn Chinese Now! ... Try to guess the meaning. I’ll give you three clues: “ ” 一点点 means “a little”,  
“ ”  在路上 means “on the road”, and “ ”  三点 means “3 o’clock”. Mary is a bit surprised, because it seems Stuart can speak  
Chinese now (Mary is talking to Stuart over the mobile). 
Mary: Stuart, 现在你会说汉语了吗？(Stuart, can you speak a little Chinese now?)
Stuart: 一点点。一点点。我只会说一点点。我只会说一点点。 (A little. A little. I only can speak a little. I can speak only a 
little.)
Mary: 太好了！太好了！你在哪儿？(Great! Great! Where are you?)
Stuart: 我和 Manli 在路上。我们在路上。我们去友谊宾馆。我们去友谊宾馆。 (Manli and I are on the way. We are on the way. 
We are on the way to Friendship Hotel. We are on the way to Friendship Hotel.)
Mary: 你们几点到？(When will you arrive?)
Stuart: 三点，三点钟。(Three o’clock. At three o’clock.)
Manli: Right! Let’s learn the new stuff. Mary said: 
Mary: Stuart! 现在你会说汉语了吗？
Manli: 你会说汉语。你会,“会”，means “can”, “able to”. 你会说,“说”, means “speak”. 你会说汉语。Now, you at home 
try to say, “I can speak Chinese”. ….. 很好。I can speak Chinese,  我会说汉语。我会说汉语。Now, back to what Mary said. 
Mary: 现在你会说汉语了吗？
Manli: 会说汉语了吗？The little “le” indicates that something has been achieved. Here, it’s learning Chinese. The “ma” makes it  
a question, albeit a rhetorical question. Modest Stuart replied: 
Stuart: 一点点。
Manli: 一点点。A little. 一点点。一点点。
Stuart: 我只会说一点点。I can speak only a little. 
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BBC (from BBC, China ELT, “Real English”. 
Available at: http://www.bbc.co.uk/china/learningenglish/realenglish/re/2008/01/080125_cagey.shtml)
......
Jo: Today we’re looking at the word cagey C.A.G.E.Y. cagey. 
Lily: Cagey? 什么意思？(Cagey? What does it mean?) 
Jo: Well it’s an adjective that you can use for someone who is unwilling to give you information. 
Lily: 一个不愿意向你透露任何消息的人就可以被形容为 cagey. (A person who is unwilling to give you information can be called 
cagey.) Can you give us an example Jo? 
Jo: Well for example, I might ask you where you’re going tonight and you won’t really answer my question – you might have a very 
good or very personal reason for not telling me but I might describe you as cagey. 
Lily: 如果你问我今晚打算干什么,我不想告诉你，于是躲躲闪闪不直接回答你的问题，这就是 cagey. 汉语就是回避。 (If 
I ask you what you are going to do tonight and you don’t want to tell me, you won’t really answer my questions. I’ll call you 
“cagey”. In Chinese, its equivalent is “huíbì”. )
Jo: Here’s some more examples to help. 
Examples:
A: You’ve got a few bags there – what have you been buying?
B: Oh nothing special – just stuff.
A: Food or presents?
B: Just stuff, you know.
A: Hmm you’re being a bit cagey aren’t you?
A: I wonder why Jason was talking to the boss...
B: Yeah I was curious about that. I tried to ask him about it but he was being rather cagey.
Jo: Now I saw you last night Lily… 
Lily: You saw me? Where? 
Jo: You were walking down the street, near that new shopping centre – with a tall man. 
Lily: Oh yes. I was just going out for a meal. 
Jo: With the man? Who’s he then? Anyone special? 
Lily: Just a friend. 
Jo: Oh come on Lily, you can tell me. 
Lily: I said – he’s a friend. 
Jo: Now you’re being a bit cagey Lily. 
Deutsch
Welle
(from Deutsche Welle, “Warum Nicht”, Lesson 6. 
Available at: http://www.dw-world.de/dw/content/0,2144,269329,00.html) 
Liebe Hörerinnen und Hörer! Hello, and welcome back! Today, you can hear Lesson 6 “Was machen Sie?” What do you do for a 
living? ... Listen to the first part of the conversation between Andreas and Dr. Thürmann. ...
(Andreas knocks at the door.)
Thürmann: Ja, bitte. (Yes, please.)
Andreas:    Guten Morgen, Herr Dr. Thürmann. (Good morning, Mr. Dr. Thürmann.)
Thürmann: Morgen, junger Mann. Sagen Sie mal: Was machen Sie? (Good morning, young man. Tell me, what are you doing ?)
Andreas:    Studieren. (Studying)
Thürmann: Studieren und keinen Manieren, na ja.  Was studieren Sie? (Studying and have no manners.  Oh, well! What are you 
studying?)
Andreas:    Journalistik. (Journalism.)
Thürmann: Und was machen Sie da? (What do you actually study in Journalism?)
Andreas:    Recherchieren, Reportagen schreiben...  (researching, writing reports.)
Thürmann: Interessant, sehr interessant. (It’s interesting, very interesting)
... Dr. Thürmann begins the conversation by saying, “tell me”, “Sagen Sie mal, was machen Sie?”. Then, he asks Andreas what he  
does.  And Andreas  replies  in  one  word.  “Studying”. “Studieren.”  “Was machen Sie?”  “Studieren.”  Did you catch  what  he  is  
studying? He’s studying journalism, Journalistik. He wants to become a journalist, so he spends his time researching, Recherchieren, 
and writing reports and articles, Reportagen schreiben.  Listen to the first part of the conversation again. ... For some reason, Dr.  
Thürmann  finds  this  interesting, “Interessant”,  in  fact,  he  says  “it’s  very  interesting”, “sehr  interessant”.  “Interessant,  sehr 
interessant”. ... 
The above three online language courses have one thing in common: they all use the learners’ MT 
to teach them the FL. But the way they use the MT is different. 
1. CRI: (a) “sandwich technique”, e.g.  一点点。A little. 一点点。一点点。 (b) “challenge and 
response technique”, e.g. Now, you at home try to say, “I can speak Chinese”. (a short pause for learners  
to respond)... 很好。I can speak Chinese,  我会说汉语。我会说汉语。Teachers or instructors in tapes 
often ask learners to repeat after them, which is believed by some linguists to be a passive 
way  of  learning,  because  learners  may  just  mechanically  repeat  the  utterances  without 
actively thinking before responding. Therefore, in some courses now, after the presentation, 
learners are prompted to translate a MT phrase or sentence into the FL. In this process, they 
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must  retrieve  the  answer  from  their  own  memory  before  the  answer  is  given  by  the 
instructor. This is actually the “Interpretation Step” in Dodson’s bilingual method, which is 
called  “Principle  of  Anticipation”  in  Pimsleur  Courses,  a  widely  popular  commercial 
language course in the West. 
2. BBC: The MT is immediately given after the FL utterance, which clearly shows that the MT 
is used for meaning clarification. However, the second time of FL presentation after the MT 
for the purpose of FL consolidation is missing here, so the BBC course uses a FL-MT model 
rather than the sandwich model FL-MT-FL. In both models, the MT is used for meaning 
conveyance. However, in the FL-MT model the learning chain breaks after the meaning of 
the FL utterance becomes clear, that is to say, to understand the FL is the goal of the activity, 
which  is  significantly  different  from the  FL-MT-FL model  in  which  the  MT is  only  a 
mediating agent and the consolidation of the FL is the goal. 
3. DW:  Warum  Nicht in  Deutsche  Welle  is  the  best  designed  course  among  the  three. 
Throughout the course, the “sandwich technique” (e.g. interessant (FL) – it’s very interesting (MT) 
– sehr interessant (FL)), the “challenge and response technique” (e.g.  Did you catch what he is  
studying? (a short pause) He’s studying journalism, Journalistik.),  and “dual comprehension” (e.g. the 
verbs you’ve heard in today’s lesson have all been used in the 2nd person singular “Sie” form. This form is  
used when you are addressing someone formally. “Sie studieren und Sie arbeiten.” The “Sie” form ends in -en,  
just like the infinitive, which makes it easier to remember. Listen to the questions once again. “Was machen 
Sie? Was arbeiten Sie? Was studieren Sie?”) are frequently used. The MT is prudently used between 
the lines. Now and then, some tips about listening are also offered (e.g. At this point we’d like to 
remind you of the listening techniques you can use to help your understanding of a new language. When you  
are listening to the dialogues, try to pick out the words which have the same derivation. For example, the verb  
“to  study” (studieren),  and  the  noun  “student” (Student).  Both  these  words  have  the  same  root  “stud” 
pronounced /stud/, listen to the rest of the conversation, which two words have the same root.). 
Since November 2006, a new language course,  Mission Europe35, has been broadcast and offered 
online  by  Deutsche  Welle,  Radio  France  International  and  Polski  Radio  (Poland).  It  is  a  co-
production  of  the  three  Radios  together  with  Radiofabrik  Salzburg  and  is  sponsored  by  the 
European  Commission’s  Lingua-Program.  According  to  the  Deutsche  Welle  website,  “Mission 
Europe is an online language course based on a totally new learning concept. With the three action-
packed adventure stories, users can learn German, French and Polish in a fun and creative way”. 
The following is an excerpt from the first episode of Mission Berlin for the learners of German. 
Episode 1
Situation 1 – Im Hotel
Spieler: Anna, get up!
Anna: Hello?
Rezeptionist: Guten Morgen! Hier ist die Rezeption. Entschuldigen Sie bitte, dass ich Sie störe, ich ... hm ...
Anna: Excuse me?
Rezeptionist: Hier ist die Rezeption. Verstehen Sie mich?
Anna: Reception?
Rezeptionist: Ja. Entschuldigen Sie bitte, ein Kommissar Ogur möchte Sie sprechen. 
Anna: I don’t ... I don’t understand. I don’t speak German. 
Rezeptionist:  Ach  so,  ...  hm.  Also  die  Polizei,  the  police,  ist  hier  im Hotel.  Die  Kriminalpolizei.  Und der 
Kommissar Ogur...
Anna: A police ... what? Do you mean a superintendent?
Rezeptionist:  Ja,  ja,  Kommissar  Ogur.  Er  kommt  jetzt  zu  Ihnen,  verstehen  Sie?  Zimmer  vierzehn,  Herr 
Kommissar, 1. Stock links. Hallo, hören Sie mich? Do you hear me? Der Kommissar kommt. 
35 The official website of “Mission Europe” is: http://www.missioneurope.eu/
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The “totally new learning concept” mentioned on the Deutsche Welle website actually means: 
1. Mission Europe is a combination of language course and computer game. The heroine of 
each adventure has a mission to accomplish: Anna’s mission is to stop those who want to 
hinder Germany’s reunification. Eva’s opponents want to take France back to the time of 
Napoleon. Suzanna tries to stop gangsters who want to keep Poland from joining the EU. 
Learners will experience a mission from the perspective of a computer game player who can 
join one of the heroines on his computer. Learners will hear continuous interactions between 
the heroine and the computer player, who analyse the situations together to complete the 
mission.
2. Mission Europe is virtually a bilingual radio fiction and quest. The project enables learners 
to follow a bilingual radio drama with little effort. Learners follow the story of a heroine 
who has no previous knowledge of the target language and only speaks English – her native 
language (English is also assumed as learners’ native language or working language). The 
learners’ MT is used for the communication between the computer player and his heroine 
(e.g. In Episode 1, the player said: “Anna, get up!” when Anna was still sleeping while the 
telephone in her hotel room rang). Learners who prefer to have visual aids in learning can 
also get the transcript of the programme online. Each adventure has 26 episodes. On the 
completion of this course, learners are expected to be able to understand and to use some 
everyday expressions. 
For beginners, during the first few lessons, the percentage of L2 words is usually relatively low and 
increases gradually as learners progress. Episode 1 is the first lesson of the language course, but the 
percentage of L2 words in it is certainly above the average, which is normally not ideal. But given 
the fact that German and English words share a certain degree of similarities in terms of spelling 
and pronunciation (e.g. Guten Morgen = Good morning, Reception = reception, Polizei = police, Hotel = hotel, 
kommt  =  come,  vierzehn  =  fourteen),  learners  can  make  sense  of  the  conversation  without  much 
difficulty. In this case, the percentage of L2 words in the text may not be as large as it appears. 
However, if the above text is presented to the learners whose MT (e.g. Chinese) is remote from the 
target language (e.g. German), the number of L2 words in the first lesson should be reduced. 
The MT is not the only means of semantic and syntactic clarification. Other means such as pictures, 
illustrations,  comic strips  as  well  as videos can also assist  comprehension.  But  the MT is  still 
preferably  used  in  the  above  online  language  courses,  because  all  the  other  means  can hardly 
compare with the MT in terms of the efficiency in elucidating meaning and structure.  To help 
learners quickly grasp the basics of the target language, the brief use of the MT is apparently an 
economical and a justified means to achieving the goal.  
4.8 Summary
This chapter presents a collection of principled eclectic FLT approaches and methods developed in 
the West. These approaches and methods from various angles represent a young and vigorously 
rising movement in opposition to the dominating doctrine in present-day FLT. What is emphasised 
in this chapter is  what these sideline approaches have in common: the importance of bilingual 
teaching. 
Learning a new language is never isolated from the learning of the previous language(s), in most 
cases, one’s MT. Otherwise, FLT could be so much easier – teachers simply deposit their knowledge 
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into the empty heads of their students. What FL learners bring with them to the classroom, all of 
which  have  been  gained  through  their  MT,  include  their  familiarity  with  concrete  objects  and 
abstract concepts, their intuition about language, their experience of learning and life, and also their 
basic communication skills. We can all benefit from our prior learning experience if it is reasonably 
appreciated. Over the last decade, research findings in neuro-linguistics from some most prestigious 
research labs in the world have shown that different languages known are not stored and processed 
in completely separate parts of the brain. That is to say, the learning of a new language will be 
affected by the previous language(s) in one way or another, positively or negatively. 
Everything in our life may have negative consequences, if it is not handled properly, and so is the 
use of the MT in FLT. However, this can by no means become the reason to stop it from being used 
in a positive and beneficial way. Whether it is an angel or a devil in the FL classroom all depends on 
how it  is  made  use  of.  The  MT in  FL learning  is  not  harmful  but  profitable  if  it  is  used  at 
appropriate times in appropriate ways. All the methods and techniques presented in this chapter 
have clearly shown that in efficient FLT, the use of learners’ MT is not an option, but a solution; not 
a  hindrance,  but  a  help,  especially  for  FL beginners.  Bilingual  teaching  is  not  a  return  to  the 
Grammar-translation method, but an integration of the advantages of various methodologies, and an 
eclectic approach which makes best use of both monolingual and bilingual techniques according to 
different  teaching  situations.  Having  said  that,  the  analyses  in  this  chapter  also  show that  the 
existing bilingual methods as well as various bilingual techniques still very much need more careful 
examination and further  research in order  to  help learners  learn better  and faster,  despite  great 
progress made in bilingual language teaching and learning over the decades. 
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Chapter 5 Recent Innovations in English Language Teaching 
in China
Innovation is the creation of the new or the re-arranging of the old in a new way.
– Michael Vance (Chairman of Creative Thinking Association of America)
Recorded history shows that small-scale government-sponsored FLT started in China more than a 
century ago, but it was not until the 1980s that it started receiving unprecedented attention from 
both the government and the public, as a result of China’s foreign policy of opening up. Since the 
beginning of the 21st century, China has put “English quality education” on the agenda. ELT reforms 
– textbooks reforms, curriculum reforms, teacher training reforms and so on – are being carried out 
with enthusiasm across China. Different schools of thought are springing up in China’s ELT. 
Opinions, however, are divided in China on how the ELT should be conducted: Some support to 
import modern ELT theories, some endorse China’s traditional and indigenous teaching methods, 
while others advocate an eclectic approach of combining “the foreign” with “the native”. Initially, 
many of the reforms took detours, due to lack of experience. But over the last two decades, an 
increasing  number  of  innovations  have  emerged,  such  as  Bao’s  “4-in-1  English  Teaching 
Approach”36,  Zhang’s  (2006)  “16-word  English  Teaching  Principles”,  Ji’s  “Sandwich-story 
Method”,  Chen’s  “Chen  Lei  English”,  Zhong’s  “Ni Xiang English  Learning Method” and  Li’s 
“Crazy English”. These innovations bring new inspirations and challenges to FL classroom teaching 
in China and are gradually gaining popularity. Because the focus of this dissertation is the role of 
the MT in FLT, only the innovations closely related to this topic will be presented below. 
5.1 Sandwich-story Method
5.1.1 What Is the Sandwich-story Method?
The Sandwich-story Method is a bilingual language teaching method using “sandwich stories” (also 
known  as  “diglot-weave”  or  “mixed  texts”)  which  are  stories  written  or  told  with  the  target 
language items embedded (or “sandwiched”) in the learners’ MT. Inspired by the work of Blair 
(1991), Burling (1968, 1978, 1982), Morgan and Rinvolucri (1986), professor Ji Yu-hua at Xiamen 
University started to apply the “sandwich” technique to EFL teaching in China and later developed 
his  own  version  of  the  Sandwich-story  Method.  Since  the  beginning  of  the  1990s,  Ji  has 
experimented his method in southern provinces of China as well as in Beijing, Shanghai and some 
other big cities. The learners in his experiments have shown quick and steady improvement in their 
English speaking and reading abilities. Ji believes that the sandwich model is especially effective in 
a FLT context where the learners’ first language is the dominating language in their daily lives. 
36 Its official website is: http://www.e4in1.com/2006/ (in Chinese)
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Therefore, he embeds learners’ MT in short, interesting, easy-to-understand FL texts. 
His [Ji’s] sandwich stories are the ones that are written with English words, phrases and sentences sandwiched 
between Chinese chunks so that children can understand them with the help of both the Chinese context and the 
story plot. This method makes use of children’s inborn love of stories and enables them to acquire English by 
taking them along on the crest of their interest and enjoyment through sandwich stories. By this method, English 
words, phrases and sentences are embedded gradually with the percentage of English words increasing story by 
story,  until  the  young  learner  is  able  to  understand  stories  written  completely  in  English  (Xiamen  Daily, 
03/03/2003).
The Sandwich-story Method follows such a pattern as: 我想学习英语  – 我想学习 English – I want to 学习
English – I want to learn English. Language teaching moves gradually from the MT to the FL, from 
the known to the unknown. This unconventional way of presentation not only introduces authentic 
and diversified texts to the class, but also brings great fun to the learners, especially for the young 
ones. Learning a language through sandwich stories is like trying to complete a jigsaw puzzle: With 
the turn of every piece, the excitement of discovery increases. The following are two excerpts from 
Ji’s sandwich stories.  
Excerpt 1: The Second Little Pig Pulls a Turnip Out.
第二只 little pig 是 vegetables 专家, 蔬菜专家. 他种了好多 vegetables, 有 tomato, potato, cabbage, cucumber, 
carrot and turnip, 萝卜, turnip. Turnip is a very good vegetable, 萝卜是一种非常好的蔬菜. 经常 eat turnips, 经常
吃萝卜, 可以预防感冒,  保护皮肤, 很多人呐, 都 want to eat turnips.  所以第二只 little pig 种了很多 turnips. 
His turnips are big. 他的萝卜啊, 个头很大. 可是, 有一个 turnip is very big, 有一个萝卜个头特别大, 超过其他的 
turnips 三四倍, 像个篮球那么 big (from the series The Three Little Pigs, Lesson 16, Ji and Xu, 2007).
(Translation: The second little pig is a vegetable expert. He grows many kinds of vegetables, e.g. tomatoes, 
potatoes, cabbages, cucumbers, carrots and turnips. The turnip is a very good vegetable. Turnips can protect us 
against cold and nourish our skin. Therefore, many people want to eat turnips. The second little pig grows many 
turnips. His turnips are big, and one of them is very big, three or four times bigger than the other turnips. It is as 
big as a basketball.) 
This is a sandwich story for Chinese learners of English at pre-intermediate level. English words 
and phrases are sandwiched between Chinese words.  Every time when a new English word or 
structure appears, its Chinese translation will follow immediately. The sandwich technique is used 
in two ways in this story. (1) MT + FL. Chinese and English words are interwoven in sentences. For 
example,  第二只 little pig  是 vegetables 专家 . (2) FL-MT-FL. Chinese translations are sandwiched 
between English words. For example, cabbage, cucumber, carrot and turnip, 萝卜, turnip. 
Excerpt 2: The Tree Is Not Straight. 
He runs for seven hours. He is very tired. Next morning, he comes into a wood. He sees an old man working in 
the wood. The old man is using a rope 把一棵长弯了的 young tree 拉直了, 然后把 rope 的另一头系在一棵比较粗
的  tree  上 . The little boy 感到很奇怪, 连忙问  the old man: “Why do you do that?” The old man 回答说 : 
“Because the tree is not straight.” The little boy 说: “Not straight 有什么关系? The tree is very young. When the 
tree grows up, it will be straight.” The old man 说: “No, my dear boy. This tree will never be straight if I don’t 
make it straight now.” (from Ji and Xu, 2001:48).
This story is written for Chinese learners of English at a higher level. In contrast with Excerpt 1, the 
percentage of  English in Excerpt  2 has increased considerably.  Chinese words  and phrases  are 
scattered and few. 
According to Ji (2002:38), the percentage of the target language items increases story by story, from 
1-2% to over 90%. On average, new English items per story are introduced at a controlled rate of 8 
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during the beginning stage (25 stories), 10 during the middle stage (20 stories), and 16 during the 
final stage (20 stories). Afterwards the stories are completely in English. By then, the Sandwich-
story Method has achieved its objectives. 
The Sandwich-story Method first appeared in China in 1997. It was soon noticed by China’s ELT 
professionals. Over the last decade, Ji has written and co-authored more than 30 English learning 
books and school  textbooks,  and has  published more than 20 essays  about  his  method in both 
Chinese  and  international  journals.  Cartoons  made  from his  story  series  are  shown  on  CCTV 
(China’s Central TV Station). Apart from the experiments in China, this method has also been used 
in Britain, the US, Canada and some other countries to teach beginners of the Chinese language. It 
has received positive feedback from the learners. The following is a part of the sandwich story 
Little Red Riding Hood, in which the target language is Chinese and the MT is English (ibid., 37-
38).
Little Red Riding Hood asked, “Oh, nǎinǎi, how come your yǎnjīng are so big?”
Láng answered, “My yǎnjīng are very big so that I can see you clearly.”
Little Red Riding Hood asked, “Oh, nǎinǎi, how come your ěrduō are so long?”
Láng answered, “My ěrduō are very long so that I can hear you clearly.”
Little Red Riding Hood asked. “Oh, nǎinǎi, how come your yáchǐ are so sharp?”
Láng answered, “My yáchǐ are very sharp so that I can eat you up quickly.”
Because the story is very familiar to the learners, they can quickly figure out the meaning of the 
words Láng (wolf), nǎinǎi (granny), yǎnjīng (eyes), ěrduō (ears), yáchǐ (teeth). 
Ji has mentioned in many of his articles that the sandwich technique used in his teaching is not 
completely new to people. Even long before the 1960s when bilingual teaching started to evolve in 
the West, parents across the globe had been intuitively using their “first language” – the local dialect 
– to teach their children the official language. Ji also has such experience with his own child’s 
English education. 
I used this method to teach my 4-year-old daughter, who reacted strongly against my efforts with the immersion 
method. Taking advantage of the fact that she enjoyed listening to me read aloud stories in Mandarin, I started to 
‘smuggle in’ some English in my oral interpretations, beginning from 1-2% and on to 60% until a story could be 
told and understood almost completely in English (ibid., 38).
5.1.2 Classroom Procedure of the Sandwich-story Method 
There are mainly two types of Sandwich-story experimental classes: 
Type 1: Classes with children aged 4-5.
Type 2: Classes with children aged 6-7.
Sandwich-story  experiments  have  been  conducted  mainly  in  South  China  in  the  provinces  of 
Guangdong and Fujian. A typical Sandwich-story class is conducted through the following steps 
(summarised from Ji, 2002:39-42).
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Step 1 Revision: The teacher helps review the EFL items covered in the previous story. This step is 
conducted slightly differently in Guangdong and Fujian. 
Guangdong
1. in small classes with 10-15 pupils
having the children act out the story 
with the teacher as the narrator and 
each child playing the part of a story 
character. 
2. in big classes with 30-50 pupils
with a group of children acting as one 
character, such as the first little pig, so 
that every child gets a chance to 
practice without taking up too much 
of the limited class time.   
Fujian
retelling the story with such techniques as:
1. intentional deviation (e.g. “The first little 
pig built a house of bricks.”)
2. information gaps (e.g. “The wolf first 
came to which little pig’s house?”)
3. meaning clarification (e.g. “The wolf 
shouted, ‘Open the door!’ – The word 
door means ‘house’. Am I right?)
4. pretend forgetfulness (e.g. “Oh, granny, 
how come your – sorry I forge the 
English word for [the teacher points at 
his/her eyes]”)
Step 2 Listening to the story: While the pupils listen to the new story on a stereo, the teacher often acts out 
the dramatic parts of the story.
Step 3 Discussion: After the story is over, the teacher talks about the moral of the story usually by asking 
questions. This is the most communicative part of the sandwich class, though the whole session is 
characterized by communicativeness. Children shout and argue about what the hero/heroine should 
or should not have done, what the story told them about life, and how different the story would be 
if a certain plot elements is reversed, etc. 
Step 4 Consolidation: The teacher goes over the new EFL items by miming or showing pictures and such 
real  objects  as  chairs,  bowls,  knives,  apples,  etc.  The  s/he asks  the  pupils  to  translate  words, 
phrases, and sentences from Chinese to English or read after them. Sometimes, a song or rhyme is 
taught to enhance the pupils’ memory of the new English items, e.g. for the story “The Three Little 
Pig” a song is sung to the tune of “London Bridge is Falling Down”, which goes like this:
Little pig, open the door, open the door, open the door.
Big wolf, wo men jue bu gei ni (= we will never for you) open the door.
Wo men de (= our) house jiu shi lao (= strong).
Big wolf chui bu dao (= can’t blow it down).
Big wolf weiba zhao liao ta wang jia pao (= tail is burning he has to run home.)
Step 5 Rehearsal: This step is conducted also slightly differently in Guangdong and Fujian. 
Guangdong
Most sandwich-story classes are run on a 
story-drama basis, i.e. a small performance is 
put on after each story is learned. So after Step 
4, there is a fifth step, in which the teacher and 
the pupils discuss and decide who is/are to play 
which role in a story. 
Fujian
Most sandwich-story classes are run from Step 1 
to 4, with the rehearsal step postponed till after 8-
10 stories are learned. Then there comes a long 
rehearsal period (2 to 3 weeks) followed by a 
drama festival in which the pupils act out the 
stories in a more formal and “professional” way. 
5.1.3 The Role of the Mother Tongue in the Sandwich-story Method 
The Sandwich-story Method makes good use of the MT in EFL education for Chinese children at 
elementary and intermediate levels. Through his experiments, Ji has identified several roles that the 
MT can play in foreign language teaching and learning for young learners (ibid., 42). 
1. It  resolves the conflict  between the young learner’s interests  and the comprehensibility  of the EFL input. 
Interest results from comprehension. It is impossible to get someone interested in listening to your story if s/he 
cannot understand you at all.
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2. It brings about maximum class participation. Beginners hate activities that require them to speak only English. 
By allowing them to use their mother tongue whenever their English is inadequate, we ensure active class 
participation. 
3. It enhances the young learner’s self-confidence. Children no longer suffer from the anxiety arising from their 
inability to express themselves completely in English. 
4. It  serves  as  a  bridge  to  authentic  English  materials.  The  percentage  of  EFL  in  children’s  “sandwich 
interlanguage” keeps increasing. 
5. It helps with the cognitive development of young learners. The Chinese and EFL lexicons within the brain of 
the young learner will be semantically and associationally linked and later integrated in a network, where the 
two lexical systems are connected both within and across the first and second languages through a language-
independent conceptual representation.
6. It helps children to develop bilingually. Children benefit from sandwich stories in their development in both 
English and Chinese. 
5.1.4 Why the Sandwich-story Method?
Ji  advocates the Sandwich-story Method, partly because he assumes that “the unknown can be 
understood only on the basis of what you already know” (ibid., 37), and partly because he believes 
what Smith (1997, preface:viii) proposes – “Learning is nothing but the endeavour to make sense, 
and the effort to teach or to inform, therefore, can be nothing but an endeavour to be interesting and 
comprehensible”. Based on this assumption and belief, he uses the MT as a bridge and stories as a 
carrier, making his language teaching “educational, entertaining, and developmentally appropriate” 
for young learners (Ji, 2002:38). 
In recent years, with a large number of native English speakers coming to China to fill in teaching 
positions, teaching English without learners’ MT has gained popularity in China’s ELT. It becomes 
a kind of fashion to immerse learners in “English-only” classes from the first day of their learning. 
The Sandwich-story Method is apparently something against this fashion, but Ji’s experiments have 
achieved very satisfactory results and his method has gradually gained general approval from the 
public (ibid., 42). 
Teachers and parents are happy to see the young learners, after class, spend more time listening to their English 
recordings and reading their English books. And they have noticed a remarkable difference between “sandwich 
class” pupils and “non-sandwich class” pupils in the degree of willingness to use English in their  everyday 
conversations. “They never open their mouths” is a frequently heard complaint from parents of “non-sandwich 
class” children. From the responses collected from 107 pupils’ parents who completed our questionnaire on the 
relationship  between  method/textbooks  and  children’s  interest  in  EFL,  we  found  children  enjoyed  SSM 
[Sandwich-story Method] more than other methods/textbooks.
The Sandwich-story Method was initially designed to teach Chinese children English, but it can 
also be used and has proved successful with FL learners of any age at beginning level. On the one 
hand, Ji emphasises the effectiveness of his method; on the other hand, he also acknowledges that it 
is after all a transitional method (Ji and Xu, 2000). This method is just like a language bridge, the 
function of which is to help FL beginners to reach the other end, easily and swiftly. As soon as they 
have crossed the river, they do not need the bridge any more, and they need to throw themselves 
into a new world of FL wonderland and explore it with the knowledge and skills they have already 
acquired. 
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5.2 Chen Lei English
After a year of study in the US, Chen returned to China in 1995. In the same year, he developed 
“Chen Lei English” and founded the Dezhou English-Chinese Bilingual Language School. Over the 
last decade, Chen has published a series of textbooks for children as well as for adult beginners. 
Hundreds of teachers have received training in his bilingual school. Now his method has spread 
across China in some big cities. 
5.2.1 Rationale of Chen Lei English
Chen argues that the approach that people use to learn their MT is an invaluable source of reference 
for FL teachers and learners. In the development of his method, Chen often gets inspiration from the 
small details in Chinese children’s MT learning. For example, Chen observes how babies learn a 
word, say, water. When a mother feeds her baby water, she always feeds him or her while saying 
“water” or “let’s drink some water, my baby”. The mother combines actions with verbal expressions 
– that is how the baby gradually learns the word water. Chen summarises this process as “speaking 
while  doing,  doing  while  speaking”.  Therefore,  he  encourages  teachers  to  use  gestures  and 
movements while presenting FL texts to beginners. He also notices that at primary schools in China, 
immediately after the introduction of the Chinese pronunciation system (“pinyin”), the pupils will 
start learning how to read and write. With this early training, most Chinese pupils have an adequate 
level of reading and writing skills when they enter Grade 3 around the age of 9. Chen adopts this 
model in  his English teaching: Training students’ pronunciation first,  and then developing their 
listening, speaking, reading and writing skills simultaneously. 
Although Chen believes that some techniques in MT learning can be “imported” to FL learning, he 
also argues that it is a colossal mistake to make the approach of learning the MT a dogma and to 
apply  it  rigidly  in  FLT.  His  reasons  are  simple:  Pupils  are  no  longer  babies;  they  have  basic 
communicative skills; English is a foreign language rather than a second language in China.  
Nowadays  in  English  language  classrooms  in  China,  the  learners  are  often  seen  mechanically 
practising some dialogues of how to greet, how to ask the way, how to open a bank account, how to 
read restaurant menus, and so on. These conversations are widely used in CLT, because they very 
much resemble the real-life situations in English-speaking countries. Chen strongly criticises the 
conduct of unscrupulously ignoring FL learners’ actual learning environment and interests under the 
banner of CLT, because this conduct is not a correct application of CLT, the essence of which is 
pragmatism. Chen argues that for FL learners who have very few or even no chance of experiencing 
these  situations  in  their  daily  lives,  these  dialogues  are  empty  and  useless  to  them.  These 
conversations do not really have much importance to the learners, because the content is seriously 
disconnected from the learners’ lives outside the classroom. In class, the learners seem to be able to 
“communicate” in English, but after class, for the vast majority of the Chinese learners, the chance 
of ordering a meal or asking the way in English is almost zero. The dialogues learned in class, 
without enough practice, will soon fade away from their minds. No wonder after years of learning 
in this way, learners can neither read English newspapers nor write a short message in English with 
ease, let alone carry on a fluent conversation in English. In the end, only very few expressions such 
as “Hello”, “Good morning”, “What’s your name?”, “How old are you?”, “How do you do?” are 
remembered, because these are the sentences they always learn first every time they start learning 
English again. 
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Reading is the most significant part in Chen’s method. Chen insists that in FLT tasks that are highly 
enjoyable and easily applicable should all be made full use of. Reading is a classic example of this 
kind of tasks. Reading is an interactive process between the author’s language and the reader’s 
knowledge, and it is also an activity that can be conducted both in and after class, with or without 
the teacher. Reading has minimum requirements on the external facilities or surrounding language 
environment – a good book is enough. Learning via reading can be easily carried out at almost any 
time and anywhere convenient for the learners. Through reading, learners’ vocabulary will increase 
dramatically, and the old knowledge will be consolidated as well. Reading can also help learners 
develop good independent learning habits. 
On the website37 of his bilingual school, Chen says, “The mother tongue is the language one uses in 
his childhood. The people in English-speaking countries can have a childhood in English, and we 
Chinese people can also have an ‘English childhood’, no matter at what age, by reading English 
nursery rhymes, stories, ballads, and literature”.
5.2.2 Classroom Procedure of Chen Lei English
In Chen’s school, English is taught bilingually, but the percentage of Chinese is gradually reduced 
as the learners progress. Chen’s learners use a series of textbooks written by Chen himself, entitled 
English Childhood, which include mainly nursery rhymes and stories as well as many illustrations. 
For  beginners,  nursery  rhymes and stories  are  also learned with  gestures  and movements.  The 
classroom procedure of Chen Lei English basically consists of three phases: 
Phase I: listen and imitate (no more than a quarter of the class time/10 minutes or so) 
1. The teacher tells the learners a nursery rhyme/story in English.
2. The new words are listed on the board. The learners read these words aloud after the teacher. The 
meanings of the words are all given orally in Chinese by the teacher. 
3. The teacher tells the nursery rhyme/story again in English, and translates it into Chinese sentence by 
sentence, with hand gestures and body movements to help learners remember the content (Gestures 
and movements are used only for beginners and simple stories).  
4. The learners imitate  the teacher in  English  sentence by sentence,  and in  the  meantime learn  the 
gestures and movements. 
Phase II: read or recite (half of the class time/20 minutes or so)
Learners are given the text they just learned and read the text out as many times as they can. Some 
students may be able to recite the whole text at the end of this phase.  
Phase III: copy or write from memory (a quarter of the class time/10 minutes or so)
Learners are asked to copy the text into their notebooks.  Learners who are able to recite the text 
already may simply write down the text from their memory.
(Homework: Read the story after the tape, and recite the story.) 
Chen does not support the “English-only” teaching approach for beginners, but he does not overuse 
the MT either. It is conspicuous in the above lesson procedure that the learners’ MT is used only for 
meaning conveyance. The sandwich technique (FL-MT-FL) is also used here. With the help of the 
MT, the pace of the lesson can be greatly increased and a considerable amount of time can be saved 
and used for improving the learners’ pronunciation and for introducing more content to them. 
37 http://www.chenleiyingyu.cn/ (in Chinese)
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In  class,  instead of  engaging students  in  some stereotyped conversations (e.g.  “How are you?” 
“Fine, thank you, and you?” “I’m fine too. Bye!”), Chen encourages his students to discuss the texts 
that they have learned by heart. For example, when the learners can recite the nursery rhyme (see 
example 1), they can have the following conversation with the teacher.
Example 1 Ask & Answer 
It’s raining, it’s pouring. 
The old man is snoring. 
Rain, rain, go away. 
Come again, another day.
Little Johnny wants to play. 
Teacher: How is the weather today?
Student: It’s raining. It’s pouring. 
Teacher: What is the old man doing?
Student: The old man is snoring. 
Teacher: Why does little Johnny want the rain to go away?
Student: Little Johnny wants to play. 
If  this  “Ask  and  Answer”  activity  is  followed  by  the  “Interpretation”  and  “Substitution  and 
Extension”  exercises  recommended  in  Dodson’s  (1967)  bilingual  method,  the  progress  of  the 
learners may be even more swift and impressive. 
5.2.3 How Effective Is Chen Lei English?
In order to provide the pupils with authentic English materials, Chen’s school purchases hundreds 
of original English children’s story books, science books as well as novels from abroad every year. 
The pupils can read whatever they like and as much as they can. After one month of learning at the 
bilingual school, learners are able to recite a number of children’s nursery rhymes (see example 2); 
after six months, they are able to recite some short stories (see example 3); after one year, they can 
read English articles on everyday topics; after three years, they can read original English novels. 
Many learners at Chen’s bilingual school have read more than one hundred English books after 
three or four years of learning. Some of them can read the original version of Harry Potter books 
and write chapter summaries in English, even before the completion of primary schooling. 
Example 2
One-Two, tie your shoe.
Three-Four, touch the floor.
Five-Six, stir and mix.
Seven-Eight, sit and wait. 
Nine-Ten, count again. 
One, two, three, four, five, 
six, seven, eight, nine, ten. 
Example 3
The Lion and the Mice
One day a mother mouse was carrying food for her babies. A big lion was sleeping on the grass. The mother 
mouse did not see the lion. And she walked onto his head. 
The big lion woke up and caught the mother mouse. He said, “You woke me up, and I will eat you!” 
“Wait, wait, Mr Lion. I am carrying food for my babies. Please let me go!” the mouse said. 
“Well, you are so small, and I’m not hungry. OK, you can go now.” said the big lion. “Thank you, Mr Lion, 
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someday I will help you,” said the mouse. “Ha! ha! ha! A little mouse wants to help a big lion, what a joke!” said 
the lion.   
Some time later, the lion got up and began to look for something to eat. He saw a piece of meat on the ground. 
“That’s great!” He was very glad and went to get it. 
But it was a trap, and he was caught in the net. The lion was very sad because he knew that the hunter would kill  
him. 
Just then the mother mouse came with her babies. “Mr Lion, let us help you.” the mother mouse said, “Come on, 
let’s help Mr Lion, let’s chew the rope.”
So they chewed and chewed and chewed. After a while, the net broke. “Thank you very much, little mouse.” said 
the lion. Just then, the hunter was coming near. The lion and the mice all ran away. 
Although Chen’s learners can read and write at an adequate level, better than average pupils from 
other schools, lack of training in speaking and oral communication (which is relatively little at least 
compared with the training in reading and writing) is still the weak point of Chen Lei English. “First 
literature,  then  communication”  is  a  distinct  feature  of  Chen  Lei  English.  Therefore,  nursery 
rhymes, ballads, and stories make up the learning content for his learners, mostly children. This 
content together with illustrations, gestures and movements, greatly excites children’s interest in 
learning.  There  is  almost  no  grammatical  explanation in  Chen Lei  English.  His  learners  make 
progress  mainly  through  reading  and  recitation.  This  method  proves  effective  for  his  learners 
mainly due to their age and the learning content, which do not require much syntactic elucidation. 
In short, Chen’s method can be summarised as: comprehensible input (MT translation + reading 
aloud/reading silently) and habit formation (recitation), both in enormous amounts.
5.3 Ni Xiang English Learning Method38
Zhong  Dao-long,  a  retired  general  and  an  emeritus  professor  of  Nanjing  Communication 
Engineering University, started to learn English on his own at the age of 45. Fourteen months later, 
he was appointed the interpreter of a Chinese delegation to Germany. Based on his own English 
learning  strategies,  Zhong  develops  an  English  language  learning  method  –  Ni  Xiang English 
Learning Method. His method is to a great extent not about how to teach English, but about how to 
learn English on one’s own. In 1991, he began to promote his method. Ever since, he has given 
lectures on CCTV (China’s Central TV station) Education Channel as well as other 20 local TV 
stations across China. His book (2001) Ni Xiang English Learning Method has been sold about one 
million copies. A school named after his method was set up in Guangzhou city in 2003. 
5.3.1 How Did Zhong Learn English?
Zhong’s achievement in learning English was inspired by his experience of learning to understand 
Beijing opera. In his youth, he was very impressed by Beijing opera, but he could not understand it, 
because Beijing opera is  performed in a mixed form of several  dialects from Central  and East 
China, the pronunciation of which is far from that of the Standard Chinese (Mandarin). Beijing 
opera is thus unintelligible to most of Chinese people who are unfamiliar with the sound, although 
the lyrics are  well  written and easy to comprehend. Zhong had a neighbour who was a fan of 
Beijing opera. He told Zhong that there are many regular patterns in the rhyme and melody of 
38 The official website of this learning method is: http://www.nxenglish.com/ (in Chinese)
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Beijing opera, and to understand the opera is a matter of practice, a process of getting used to the 
sounds. Zhong was also told that if he could follow several opera pieces word by word, he would be 
able to understand the opera afterwards. Zhong took his neighbour’s advice and he could really 
understand Beijing opera soon after. 
Zhong used the same way to learn English, and it worked for him again. Having reflected on his 
own learning experience, Zhong sums up what may cause the failure in one’s English language 
learning. Firstly, the foundation is not well laid. The tower built on sand cannot last long. Various 
English crash courses have been cropping up across China in recent years. Many learners rush to 
these  courses  without  having  gone  through  the  basics  carefully.  Their  learning  process  is  too 
hurried, which actually brings about the opposite effect. The more they try to accelerate, the more 
likely they will waste a lot of time but gain little. Secondly, very little help and advice is available in 
their self-study. When their problems in learning are not solved in time, difficulties will soon begin 
to accumulate. Thirdly, lack of evaluation is also a reason that causes some learners to give up 
halfway. When a learner is not aware of how much progress he has made, he can become less 
motivated in learning. 
Ni Xiang literally means  crosscurrent. Zhong uses the word  Ni Xiang to show that his method is 
very different from the method being used in crash courses which claim quick results in learning but 
often fail to achieve the goals. On the contrary, Zhong uses his own experience to suggest a change 
of attitude in FL learning, from “being anxious for quick results” to “make progress slowly but 
steadily”. Zhong is also an opponent of the dominating trend in English language learning which 
overemphasises speaking. Traditionally, FL learning started with the basics of the target language, 
and gradually progressed to an advanced level. Pronunciation, spelling, grammar, reading, writing, 
were  all  paid  much attention to,  but  listening and speaking skills  were  seriously  neglected.  In 
contrast,  nowadays the  focuses  of  FLT are  often  the  other  way round.  Listening and speaking 
become the top priorities, but the basic linguistic details are taken less seriously. “English-only” 
intensive courses, immersion programmes, crash schools are filled with enthusiastic learners who 
wish  to  blitz  a  success  in  learning  the  English  language.  Zhong  claims  that  his  method  is  a 
combination of traditional and modern methods, with a special focus on the basics of the target 
language. 
Although Zhong advises learners to make progress slowly but steadily, Zhong reiterates that his 
way of learning was not at all slow in relation to the progress he made. In fact, over a period of one 
year he had advanced to a much higher level than most learners do in crash courses. What he means 
by “slowly” is not to slow down the pace of learning, but to calm down from within and to pay 
more attention to language details and basics. From his standpoint, a great deal of effort and time 
should be spent at the initial stage of learning, which will later be well paid back after reaching a 
certain level,  say, intermediate.  With a solid foundation, the learning will  be much more easily 
accelerated and be more likely to achieve a higher level in a shorter time.
5.3.2 How Does Zhong’s Method Work?
Ni Xiang English Learning Method consists of three steps: 
 Dictation 
a.  Listen  to  a  passage  as  a  whole  for  several  times,  even  if  the  content  is  not  well 
understood. Try to get the gist of the passage {the slow-speed English program from VOA 
(Voice of America)  or BBC (British Broadcasting Company) or similar programmes are 
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ideal materials for learners to start with}. 
b. Listen to the passage again sentence by sentence. Try to take down as many words as 
possible. 
c. For the words whose meanings are not yet clear, try to imitate the sounds from the tape 
and then look them up in a dictionary.
d. Don’t listen to the passage word by word. Try to figure out the meaning of the words in 
the whole context.
e. Don’t leave any words out. Use coloured pens to mark the words which were initially 
omitted. 
 Imitation and Recitation
a. Read after the speaker on the tape. Try to repeat whole sentences. 
b. Record the learner’s own speech, and compare it with the speaker’s. Repeat the sentences 
until the learner is satisfied with his own pronunciation.
c.  Read with the speaker  in  the tape synchronously.  Try to imitate the speaker’s  speed, 
pauses, pronunciation and intonation. 
d. Read the passage aloud once and once again, until the passage can be fluently recited. 
 Reflection
a. Make a bilingual vocabulary list.
b. Reflect whether the learning pace is moderate and whether the learning goals have been 
met.
c. Sum up the gains and weaknesses after a period of learning. List the learning strategies 
which are found helpful. 
d. Regularly go over the mistakes that appear on the dictation notebook. Analyse the causes 
of the mistakes and try to avoid them in the future. 
5.3.3 Limitations of Zhong’s Method
Zhong’s personal success in learning English speaks for itself on how effective his method is. His 
story has also inspired hundreds of learners who once wanted to give up but now have regained 
courage and have made a firm commitment to English language learning. 
However, Zhong’s method also has some obvious limitations. Firstly, Zhong’s method requires a 
huge amount of time investment in learning, so it is difficult to apply it to classroom situations 
where the available time is very limited. Zhong spent five to six hours per day learning English 
during work days, and more than ten hours per day during public holidays. He completely wore out 
9 tape-recorders, 3 radios, 4 walkmans, and two dictionaries. He kept doing 20 pages of dictation 
everyday, no matter how busy the day was. Zhong also admits that his method is anything but an 
easy solution to English learners. If he says that his method is more effective than the others, it 
would be more precise to say that his method requires more efforts and dogged persistence.
Secondly, his method is mostly suitable for adults, to be exact, adults with strong self-discipline. 
Zhong’s extraordinary perseverance helped him at the age of 45 become an interpreter over a period 
of fourteen months. Adults without an unusual degree of fortitude and diligence, let alone children, 
cannot really expect to achieve what Zhong has achieved. Furthermore, Zhong iterates there is no 
short cut to learning a FL, and learners must pay attention to the very small details from the very 
beginning.  This  argument  does  not  seem  to  be  suitable  for  young  learners  who  are  neither 
intellectually nor willingly ready for a detailed analysis of the target language. 
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Thirdly, Zhong’s method can be improved and become more time-efficient. Zhong’s command of 
English is a result of his highly intensive learning for more than six hours per day over fourteen 
months,  which is an unaffordable amount of time for most FL learners. Hard work is certainly 
needed to learn a FL well, but to spend so much time as Zhong did may not be absolutely necessary. 
For instance, with regard to dictation exercises, Zhong suggests that the word whose meaning is not 
clear should be listened to again and again, until the learner can get its pronunciation right and look 
it up in a dictionary. This way of doing dictation can be very time-consuming. As Zhong describes, 
at  the beginning,  one  minute  tape  often took him one  hour  to  100 minutes  to  transcribe.  This 
process could be much more shortened, if he got the transcript and a printed translation ready before 
the  dictation,  and  check  the  unknown words  in  the  transcript  and  translation  as  soon  as  they 
appeared. This way of doing dictation will yield the same result as obtained in Zhong’s method, but 
in considerably less time. 
5.4 Crazy English
5.4.1 Background
Crazy English39 is considered one of the most, if not the most, controversial methods in China’s 
ELT history.  It  was  devised  around 1988 by  a  university  student  Li  Yang.  After  having failed 
English exams many times, Li “analysed his own English learning and the Chinese teaching method 
of  1970-1980”,  and then  “came up  with  a  totally  different  method  and  claimed that  he  could 
eradicate all the weaknesses in Chinese people’s English learning” (Lai, 2001:32). This method 
later developed into Crazy English. So far Li has given live lectures to an estimated 30 million40 
people worldwide, from a hundred to more than 10,000 audience per lecture. Crazy English has 
become a household name in China and Li claims that he has helped some 100 million Chinese 
people learn some English through his lectures, books and DVDs as well as TV, radio programmes 
and newspaper columns. Dozens of Crazy English training centres have been set up across China as 
well as in Japan and South Korea. 
One of the key reasons for the success of Crazy English is the fascinating personal stories of its 
developer. During Li’s childhood and early youth he was such an introverted person that he was too 
shy to talk to strangers, to greet guests, to pick up phone calls, to go shopping or go to the cinema 
alone, and so on. He did so poorly in high school that several times he had the idea of dropping out. 
Later he barely scraped through the entrance exam of Lanzhou university, but once again he had the 
poorest academic performance in his class in the first two years with a record of failing 13 subjects 
altogether. He kept making up his mind to improve, but he had never held on long enough to make 
any progress.  In the winter of 1987, he once again made up his mind, this  time, to “conquer” 
English.  At first  he used the traditional  method of learning English by occupying himself with 
books  of  various  written  exercises.  By  chance  he  found  that  he  could  concentrate  better  and 
remember things longer when he enunciated what he was learning. In addition, by reading the texts 
aloud, he felt much more confident and motivated than before. Therefore, he started reading aloud, 
almost shouting, English textbooks and novels in a corner of the campus for hours everyday. Four 
months later,  in the TEM4 (a national  English proficiency test  in  China for non-English major 
undergraduate students) Li got the second highest score in his university. Several years later, he 
39 The official website of Crazy English is: http://www.crazyenglish.com/ (in Chinese).
40 The numbers may vary in different reports.
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became the most popular anchorman of a top-rate English radio programme in the south of China. 
In 1994, he quit his job and started to promote his Crazy English. 
Li  turned himself  from someone for  whom there  was  no hope to  a  self-made icon in  English 
education. He came from an average family. He had no apparent aptitude for languages. He never 
excelled in his studies. But finally he became an enormous success. Millions of people, including 
those who had previously failed in learning English and those who just begin to learn English, have 
been inspired by Li’s stories and start to weave their own dreams that one day they will become the 
next “Li Yang”, if they follow the same path that has led Li to the top. Li has never lived in any 
English-speaking country. He learned English in China and on his own, but his command of English 
can well pass for a native speaker. No wonder a question is frequently asked: How did he do it?  
5.4.2 Li’s Unconventional Method 
Li’s Crazy English can be summarised as four words: listen, imitate, read and translate. 
1. Listen. Listening to the tapes recorded with native English speakers is always the starting 
point and an integral part in Li’s method. For beginners, the goal of listening is not to get 
precise  information,  but  to  achieve  correct  pronunciation.  Li  reiterates  that  when  one’s 
pronunciation is not correct, his listening and speaking will also be severely hampered. Li 
suggests that learners at all levels should listen to English as much as possible so as to get a 
sense of the language. 
2. Imitate.  Imitation is  probably  the  most  frequently  used  technique  in Li’s  method.  Li  is 
convinced that all the language skills can be improved through constant imitation practice. 
Li uses first-language acquisition as an example: Babies learn their MT by pure imitation 
and repetition. It takes a baby almost a year to utter his first word and then a couple of years 
more to make basic conversation. For adults,  this process can be much shorter,  because 
compared with babies adults have a much stronger ability to learn, a much larger capacity 
for understanding and are much more self-disciplined. Li himself has benefited a lot from 
imitation practice. If a phrase or a sentence, whose meaning is already clear, is imitated 
often enough, it will eventually become a part of the learner’s speech. Recordings should be 
regularly listened to and imitated. The goal of imitation is to “speak it as it is”, or at least 
“speak it like it is”. 
3. Read. One of Li’s most unconventional standpoints is that language speaking is rather a 
physical activity than a mental activity. He argues that certain sounds require the movements 
of a certain number of muscles in the mouth or other parts of the body. For example, when 
the  Chinese  language is  spoken,  most  of  the  time,  only the movement of  the mouth is 
required. In contrast, when English is spoken, abdomen, thorax, throat, mouth as well as 
nose are all in use. Li believes that muscles can be trained and accent is not innate. To get 
the native-like pronunciation of a FL, one must train his muscles for speaking, which have 
been accustomed to certain movements peculiar to the previously learned language(s), to get 
used to the new ways of moving. Therefore, Li devises a “Three-ly” English muscle training 
technique: Read as loudly as possible, as clearly as possible, and as fast as possible. His 
reasons  behind this  are:  (1)  When  a  word  is  pronounced as  loudly  as  possible,  all  the 
relevant muscles are stretched to the utmost in a movement that the muscles are not familiar 
with. (2) When a word is clearly and correctly pronounced, it is more likely for the word to 
be held longer in the memory. It is then easier for learners to recognise the sound in the 
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future even on the occasions when the word is not very clearly pronounced. (3) When a 
word is pronounced as fast as possible, it intensifies the muscle training, which will result in 
the acceleration of the muscle building. Reading aloud is also a very effective means of 
maintaining concentration and retaining memory. When a text is read aloud many times, it 
does not need to be recited any more, as it will be blurted out freely. Last but not least, 
reading aloud was the most important way that helped Li  overcome his self-abasement. 
When he heard himself reading English, he described that moment as “over thrilling and 
highly motivating”. 
 
4. Translate. Li encourages learners to practise translating and interpreting as early and as often 
as possible. The MT is not considered by Li an obstacle in FL learning. He actually believes 
the opposite is true. Almost all Crazy English learning materials, both audio and visual, are 
bilingual. The following is an excerpt from the book Crack Function in Li’s Spoken English 
Crash  Course series.  The  Chinese  translation  below  is  an  idiomatic  translation  of  the 
English sentences, not a literal translation. 
(From Li’ Spoken English Crash Course – Crack Function, 2002:12)
A: Jessie, I’m afraid I can’t come back home for dinner tonight.  
     (杰茜，我恐怕今晚不能回家吃晚饭了。)
B: Not back home for dinner again? That’s the third time this week!
     (又不回家吃晚饭? 这个星期你已经是第三次这样了!)
A: I’m sorry. Our company has just opened. There are always too many things to handle. You know that. 
     (对不起。我们的公司刚刚开业, 总是有太多事情要处理, 这你是知道的。)
B: You don’t have to explain. Suit yourself. 
     (你不必解释了。随便你。)
A: I apologize. You have my word, I’ll spend some time with you on the weekend. I promise. 
     (很抱歉。我向你保证，周末抽时间来陪你。我发誓。)
B: We’ll see. 
     (再说吧。)
A: Thank you for your understanding. I promise I’ll make it up to you. 
     (谢谢你能理解。我保证一定给你补上。)
    
In  almost  all  his  books and interviews he  has  clearly  expressed  “the  secret”  of  his  success  in 
learning English, which is as simple as three words: repeat, repeat, repeat. When he was still a 
university  student,  the  first  text  he  used  to  improve  English  was  a  speech  from a  former  US 
president. In this speech, there were 300 new words or so for him to learn. He looked them up, and 
then read the speech aloud after the tape. When he listened to a sentence, he listened to the tape at 
least 30 times (often 50-100 times), until the sentence came out of his mouth without any hesitation 
or additional thinking. The same rule was also applied to imitation and reading aloud. He spent 
more than 10 hours per day listening to the recording, imitating and reading aloud. A week later, Li 
could recite the speech fluently and accurately without further reference to the text. Although the 
repetition practice was reduced as he progressed, Li’s golden rule for learning is: Endless repetition 
of limited materials. 
In Li’s Crazy English, the sentence is the most basic unit in language learning. New words need to 
be looked up in the dictionary, but they should not be practised individually without a context. 
Whether in listening, speaking, reading, writing or translating, the sentence is supposed to be the 
smallest measurement. 
Li’s  books do not  contain any theoretical  or  academic arguments.  Instead,  they are  full  of  his 
intuitive understanding about language learning. His straightforward suggestions, which are always 
expressed in the form of short sentences, come from his own learning experience. For instance, the 
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following sentences are often seen in his books as recommended learning strategies and mottoes 
(the original texts are in Chinese): 
Learning Strategies
The shortest way of being able to speak English fluently and accurately is to repeatedly listen to and imitate  
recordings of native speakers and read the sentences aloud over and over again until they can be spoken out 
easily and correctly.   
Imitation and repetition are the most efficient means of learning English. 
It is sentences rather than individual words that are the basic units in language learning.
Correct pronunciation is the prerequisite for success in learning English. 
The best way to get native-like pronunciation is to imitate speeches of native speakers. 
Do not learn grammar in isolated contexts by analysing and memorising it. Learn grammar in sentences, in  
essays, in speeches, in stories, etc. 
Use one or two months’ time to repeatedly imitate 300 key sentences, which cover all the major grammatical  
points, then you’ll be able to speak English with decent grammar. 
Reciting  30  essays  on  various  daily  topics  can  add  at  least  3000  most  commonly  used  words  to  your  
vocabulary. Reciting essays is the best way to learn words in context. 
Repetition needs to be done: A. everyday. B. after recordings. C. over and over again (even when you are  
already fluent). D. in bits and pieces of time. 
Memory has nothing to do with IQ. If your memory does not retain what you have learned, it is only because 
you have not repeated them often enough. 
One or two minutes of spare time can be used with great effect to refresh memory. Read a very short essay for  
two or three times in one minute. Do it as often as you can. 
English can be well mastered within one year’s time, if you are good at making use of bits and pieces of time.  
Any school textbooks or original English novels can advance your English, as long as you stick to one and put  
hard work into it. 
The best, the most patient and the most affordable teachers in the world are recordings.
Motivational Mottoes
I enjoy losing face!
Put your face temporarily into your pocket. Open your mouth and speak English now. Let’s lose face today for  
the sake of not losing face tomorrow!
A genius is a person who is never tired of repeating. 
Your biggest enemy is yourself. The only force which can defeat you is yourself. Likewise, you can only be  
saved by yourself. 
We are not short of resources and methods, but we are short of spirit, strong will and perseverance.
Never let your country down! Never let your parents down! Never let yourself down!
These sentences are short and clear. Learners love to use these sentences as mottoes to guide and to 
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motivate their learning. In line with his learning strategies, Li published many practical books:  Li 
Yang Standard American English Pronunciation Training, Li Yang Crazy English Blurt Out, Crazy  
English 900 Sentences,  Three-ly  English Essays,  Super  Sentence Patterns,  Crack  Your English  
Exams with  Beautiful  Sentences and  so  on,  and tapes  are  all  included.  All  of  these  books  are 
bilingual. 
5.4.3 Controversy over Crazy English
Li is the first person who lectured on the Great Wall, in the Forbidden City, in the airbase of China’s 
People’s Liberation Army, in football fields, etc. He is the first Chinese who gave English lessons to 
millions  of  people  in  Japan and  South  Korea.  He  is  also  the  first  Chinese  whose  lecture  was 
broadcast live by Japan’s national broadcaster NHK. He led thousands and thousands of learners of 
different ages shouting short English sentences loudly and enthusiastically at rapid-fire speed, over 
and over again. Li himself as well as his method is arguably the most controversial phenomenon in 
China’s ELT history. He is scorned by the mainstream thinking on the one hand, but is beloved by 
millions of his learners on the other. 
Since it first appeared in public, Crazy English has been excluded from the mainstream doctrines 
and has often been considered a heresy by many professionals. Li’s charismatic and revolutionary 
lecturing style and his Crazy English method have run counter to all of the long cherished oriental 
virtues of restraint, modesty and moderation as well as the traditional teaching models in China. 
Many professionals comment that “Li’s Crazy English is a short intensive programme conducted 
like a show business” (Lai, 2001:32). Li’s Crazy English lectures focus mainly on phonetics. To 
many teachers, Li’s lectures look like anything but teaching (ibid., 33). 
He would start  his  lecture by outlining in Chinese the current  economic development in China,  the role of 
English in the business world and the problems faced by Chinese learners. He told participants how he failed his 
examination  and  how  he  rose  again.  Since  his  speech  was  forceful  and  persuasive,  the  students  became 
motivated and started to feel more confident as they could identify with him. 
Li then invited his partner, a native English teacher, to come out and they had short conversations. [...] Li then 
taught students the phonetic symbols using hand gestures and exaggerated lip and tongue movements. [...] 
After getting the participants to say the phonetic symbols in chorus, Li combined sounds into words and words 
into phrases. He would have the whole group of 100-5,000 repeating “No pain, no gain” or “I love losing face. I 
welcome failure” or when he trained 300 soldiers sitting on the ground on the Great Wall of China, “Long live 
the People’s Liberation Army!” 
Li’s Crazy English looks more like a collection of legendary stories of a self-made man rather than 
a language teaching method. In addition to this, his guru teaching style is often ridiculed by other 
teachers. They say that Li has overdone it,  “because he teaches students to shout rather than to 
speak”,  and if  learners follow his “Three-ly” advice (speak as loudly as possible,  as clearly as 
possible, as fast as possible), “we may have millions of Chinese speaking English very fast in a very 
loud voice to foreigners, which is undesirable from the communicative point of view” (ibid., 34). 
However,  Li himself and his learners who all  improved their English using this approach have 
proved that these concerns are not always well-founded. Before Li undertook his Crazy English 
enterprise, he worked as the chief interpreter for the US Consulate General Guangzhou, China. He 
did not seem to have any communicative problems with his foreign colleagues.   
Despite the criticism, Li’s learners follow him with full respect and enthusiasm. Millions of people 
find Li as a teacher very accessible and his FL learning solutions pertinent, so they are willing to 
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shout with him crazily. Purely in terms of the number of people who have attended his lectures, 
there is no doubt that Li is one of the most influential English language teachers in the world. Li’s 
huge  popularity  actually  does  not  come  as  accidentally  as  it  appears.  Owing  to  his  personal 
experience, Li has a very deep understanding of what the weak language learners are struggling 
with and of how they feel. Li knows very well the problems that Chinese and other Asian learners 
have when they learn English.  He also knows how to help them achieve their goals in learning. 
Chinese learners in general are very hard-working but often not in an efficient way. They waste a lot 
of time in memorising grammar but never dare to speak. They are afraid of making mistakes and 
losing face in public, therefore they are stubbornly reluctant to practise English speaking. Fully 
aware of all of these, Li sets himself up as a living example, and uses motivational slogans (e.g. “I 
enjoy losing face!”) to encourage learners to overcome their psychological weaknesses. Most of 
Li’s  followers  have  one  thing  in  common:  Li’s  problems  in  the  past  so  much  resemble  their 
problems right now, therefore, they all hope that a success like Li’s will also come in their future if 
they follow his method. No matter whether or not in the end it will turn out as expected, this hope 
has turned out to be an incredible power to break their psychological obstacles in learning so as to 
realise  their  potentials.  In  fact,  for  many  adult  learners  as  well  as  pupils  who  are  very  self-
disciplined and goal-oriented, this psycho-therapy can produce amazing results. It is reported that 
“many learners who have participated in Li’s classes [in Summer Camp Programme] come out with 
confidence to learn English because they have repeated more English sentences there than in one 
whole year at school” (ibid., 34). From this perspective, Li’s approach is indeed successful. 
The reason why Li named his method “Crazy English” is that he believes English or any FL should 
be learned in a “crazy” way, namely, with full enthusiasm, devotion, patience and perseverance. 
According to Li, success is all about challenging oneself and going beyond one’s limits. Constant 
practice is the only path to success in FL learning, because practice makes perfect. No matter how 
controversial he and his Crazy English is, it cannot be denied that Li’s spirit inspires millions of 
people and helps them gain back their lost confidence in success. 
So far  no large-scale analysis  or  assessment  has  been conducted on the effectiveness  of  Crazy 
English. It was, is and probably will be controversial for a long time. Li’s Crazy English may not 
qualify for a well-thought English teaching method, but it is very effective in motivating learners. 
Despite  sharp criticism and discredit,  fifteen years on,  Li’s  rousing speeches are still  gathering 
millions of people and he has to make several hundred lectures per year to meet the demand of 
learners. Li and his Crazy English has helped thousands of learners make good progress in English, 
not  through conventional  teaching,  but  through motivating and encouraging.  In fact,  in  today’s 
information era, mature learners can very well learn a FL on their own with the help of various 
resources like tapes, books, dictionaries, DVDs and the Internet. Both Zhong and Li have proved 
this possibility with their own learning experiences. In the 21st century, teachers are important not 
because  they  are  knowledge  transmitters,  but  because  they  can  motivate  people’s  interest  in 
learning, because they can quickly lay a solid foundation for learners’ further progress, and because 
they can give them the strength to carry on. 
5.5 Native-culture-friendly Foreign Language Teaching – Thoughts  from One 
English Lesson in China 
Teaching a FL is not only about informing students of a new language and a new culture, but also 
about enhancing their native culture. The following section is not going to present an innovation 
from China’s ELT, but it contains some of the thoughts I had from one English lesson I observed in 
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China in 2005. 
In 2005 I conducted a small-scale ELT study in Shenyang, a city in Northeast China. During the 
study, I visited a key middle school with a group of inspectors from the local educational bureau. 
The responsibilities of the educational inspectors mainly included observing school lessons and 
giving suggestions to teachers for improvement. One of the English lessons that I attended with an 
inspector left me with vivid memories. 
That English lesson was one of the best that I observed in that particular school. The students were 
in the second year of the middle school (around the age of 14), and the teacher was, in the opinion 
of the inspector, one of the best English teachers of that school. Throughout the whole lesson, the 
teacher had been trying to minimise the use of the Chinese language. The inspector told me that it 
was a new school policy that English lessons should be conducted in as much English as possible. 
The  lesson  was  divided  into  five  parts:  (a)  Revision.  (b)  Introduction  of  new vocabulary  and 
phrases. (c) Reading passage. (d) Exercises (e.g. blank-filling). (e) Story retelling. There were about 
50 students in the class. They sat in four columns and seven rows. They all faced the front of the 
classroom  where  the  teacher  stood.  Activities  such  as  group  discussion  and  games  were  not 
included in the teaching plan. The most common classroom activity was the activity called “Ask & 
Answer” – the teacher asked a question, and the students who knew and wanted to give the answer 
raised their hands. Now and then they had pair work between the students who sat next to each 
other  in the same row. The lesson went  pretty well.  The teacher had a lively and motivational 
teaching style, and the students responded with interest. After class, when asked about suggestions 
for improvement, I offered a piece of advice about the story-retelling activity. Surprisingly, it was 
exactly what  the inspector also wanted to comment on: Why didn’t  the teacher make use of a 
tradition in Chinese story-retelling (as explained below) to help the students retell the English story? 
The  following  excerpt  is  the  story  used  in  that  lesson  (taken  from  Junior  English  for  China 
Student’s Book 2A, Unit 7, p112).
There is a little duck. Her name is Debbie. Every day Debbie and her mother go to a small river. Debbie’s mother 
likes swimming in the river. But Debbie sits on the bank and watches her mother swim. 
Her mother calls her, “Debbie, it’s time for you to learn to swim.” Debbie puts her foot in the water and says, 
“The water is too cold.” “Yes, Debbie,” says her mother. “It is cold, but you must learn to swim.”
“I don’t like it,” says Debbie. “I’m not going to swim.” “But all ducks swim,” says her mother. “Not this duck,” 
answers Debbie. Then she sits down on a pile of sand. Every day when her mother is swimming, she sits on the 
sand and watches her mother swim. 
One day, Debbie’s mother calls, “Look out, Debbie. I see a big cat.” Debbie sees the cat. It is a big cat. “Run 
fast,” calls her mother. Debbie runs fast. “Jump into the water!” calls her mother. Debbie jumps into the water. 
SPLASH! She tries hard to swim to her mother.
“You’re safe now,” says her mother. The cat can’t swim, so he can’t catch Debbie. “Good girl, Debbie. You can 
swim now,” says her mother. “Yes, Mum. I am glad I can swim,” says Debbie. 
In the lesson, the teacher guided the students to retell the story in four steps. Step 1: The teacher 
listed new words in the story on the blackboard and explained their meanings mostly in English, 
occasionally in Chinese. Step 2: The teacher read out the story to the whole class, slowly, with some 
hand gestures. Now and then, she checked the students’ understanding of the story by asking them 
some questions. Step 3: The teacher gave the students five minutes or so to read the story again on 
their own. During this step, most of the students tried very hard to memorise the story within five 
minutes. Step 4: Some students were selected to retell the story. When some parts were forgotten, 
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the teacher would give some hints to help the student continue. 
In China, all pupils are given a general rule for the composition of a story. This rule is called Liù 
Yào Sù (six constituents). It infers that a story usually consists of six essential constituents: when, 
where, who, why, how, and ending. From Grade 1 at primary school, pupils are trained to write a 
story or to describe an event using the rule of Liù Yào Sù. At home, when parents encourage their 
child to retell a story, they often use this technique as well. Parents may give their child some hints 
by asking questions such as “when and where did the story happen”, “who were involved”, “why 
did it  happen”,  “what  happened next”,  “what  happened in the end”.  When learners have some 
principles of story-retelling such as the “six constituents” which they are very familiar with and 
they can already use very well, they do not necessarily need to memorise the story. After all, story-
retelling is an activity that enables learners to play a large role in reconstructing a story, but not to 
memorise the original  story word by word.  Only when learners  have understood the story and 
manage to retell it  in their own words can their FL competence develop substantially. Both the 
inspector and I suggested that the teacher should have drawn a chart or an illustration as below on 
the blackboard with some hints of the story. When the students looked at the hints, they would 
immediately recall what happened in the story. If this is not enough, the teacher may also assist 
them in recalling the plots with some hand gestures and body movements. Then, the five minutes 
could be the time given to them to organise their thoughts and make meaningful sentences rather 
than memorise the story. 
(The number of words inside the ovals can be varied according to the level of the learners.)
This  experience  in  China  keeps  reminding me that  learners’ MT and traditions  in  their  native 
culture, which are deeply rooted in their minds and daily lives, can be a helpful and important tool 
for teachers to make use of. Learning a new language has more benefits than just getting to know a 
foreign alphabet and a new set of grammatical rules. It is also a unique opportunity to reflect on 
one’s native language and culture more thoroughly and therefore to understand it better. As Johann 
Wolfgang von Goethe said, “A man who does not know foreign languages is ignorant of his own”. 
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5.6 Summary
This chapter presents recent innovations in ELT in China. These innovations are good examples of 
the considerable progress China has made in its FL education over the last three decades. What is 
remarkable about these methods is that they are indigenous ELT methods particularly designed for 
Chinese learners of English. 
These methods are developed either by Chinese ELT researchers who have carefully studied the 
current learning conditions and situations in China and the advanced methodologies in the West, or 
by accomplished English language learners who have collected the most valuable experience in 
their  learning.  Despite  distinct  differences between these  methods,  one  thing that  they have in 
common is  the  clear  appreciation  and  judicious  application  of  the  learners’ MT.  Teaching  (or 
Learning) English through English but with the help of the MT is the main principle underlying all 
the methods. 
In fact, the general environment in China for learning English is not very favourable. China is still a 
developing country. Limited teaching facilities, severe teacher shortages, crowded classrooms are 
among other problems which hinder the development of ELT in China. Furthermore, China is an 
officially monolingual country and Chinese is the overwhelmingly dominating language in people’s 
everyday lives. However, China is not the only country experiencing difficulties in ELT. Learners in 
many other developing or monolingual countries may be encountering the same obstacles as the 
Chinese  learners  are.  Therefore,  the  ELT innovations  in  China  may  provide  solutions  to  the 
problems which have puzzled the EFL teachers in those countries for a long time. Teachers in 
similar teaching contexts may draw inspirations from the ELT methods in China and come up with 
their own innovative approaches accordingly. 
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It is through science that we prove, but through intuition that we discover.
– Jules Henri Poincaré (1854-1912)
This dissertation explores one of the most fundamental but controversial issues in FLT – the role of 
the learners’ MT in the FL classroom, with a special focus on the ELT situations in China. Evidence 
presented in this study suggests that the MT is critically necessary for effective FL teaching and 
learning, especially for beginners.
Bilingual teaching is surely not a convenient option for the teachers who do not know or know very 
little of the MT of their learners. It can also be a “dangerous” tool for the teachers who share the 
same MT with their learners but are not adequately proficient and fluent in the target language they 
teach. However, for learners, using their MT to comprehend is the first and the most instinctive 
reaction when they encounter a new piece of language. Studies cited in this dissertation show that 
monolingual techniques generally function less well than bilingual techniques in terms of meaning 
conveyance and structural transparency in FLT. Paradoxically, the supportive use of the MT for the 
learners at elementary level helps them to arrive more quickly at a complete understanding, to gain 
confidence, and to become less dependent on their MT. Thereby, sooner rather than later they will 
be able to  engage in more authentic,  message-oriented communication completely in  the target 
language.
Towards a Combination of Monolingual and Bilingual Techniques
The history of language teaching shows that there is no  best way of teaching foreign languages. 
“Theories  are  often  new  interpretations  of  old  facts”  (Dodson,  1967:65).  It  seems  that 
methodologies or approaches are often nothing else but educational fashions of their times. They all 
have their peak times, and none can flourish forever. We should keep producing new ideas, while 
not forgetting the old values. When new ideas are propagated, people tend to overcriticise what the 
new ideas are supposed to replace, as Swan (2005:385) has convincingly pointed out, “The wish to 
pit  ‘good’ new methods  against  ‘bad’ old  methods  can  lead  writers  to  present  a  caricature  of 
traditional  classroom practice  with which currently  favoured approaches are contrasted to their 
advantage”. We need to build up a coherent and cumulative body of knowledge.
Every  method  or  approach,  whether  the  Grammar-translation  Method  or  the  Direct  Method, 
whether the Audio-lingual Method or Communicative Language Teaching, was proclaimed at one 
time  or  another  the  best  for  FLT.  Proponents  of  the  Direct  Method  denigrated  the  Grammar-
translation Method, and later the Direct Method was criticised by adherents of the Audio-lingual 
Method.  Today,  again,  previous  methods  are  discredited  and  belittled  by  advocates  of 
Communicative Language Teaching. No one method or approach, however, is perfect. They all have 
strengths and weaknesses, advantages and limitations. They all can be effective on some occasions 
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and be less effective on others. A method which works for one group of learners may not work for 
another,  and  a  method  which  is  feasible  for  one  group  of  learners  on  one  occasion  may  not 
necessarily be feasible for the same group of learners at another time. Total reliance on one method 
to  the  exclusion  of  the  others  will  prevent  teachers  and learners  from getting the  full  benefits 
derived from research. 
Learning another language should not be too difficult and too exhausting for learners, so that they 
can enjoy and appreciate the beauty of the language as well as the culture. Therefore, teachers have 
great responsibility in leading learners onto an easy and a smooth path into the world of a FL. As 
Kolarik (2004) recommends,
One of the fundamental criteria for being a good teacher is being flexible and adaptable in order to meet our 
students’ needs. If our approach is not working, it is not acceptable to become frustrated and see it as a fault of 
the students, blaming it on their various “downfalls”. It is not fair to expect that our students must change all 
their underlying beliefs of education to fit in with our schemata. Instead, it is our job to adapt and find ways that 
work. If persisting with pair, small group work or discussions is not working, we must ask ourselves why and 
seek to work with the situation, finding an answer. Our expectations must be more realistic. Our students may 
appear passive and this may not be understood by teachers but what must be understood is that the students have 
come to class with a purpose – they are ready to learn. We have to develop strategies that will meet the most 
basic goal of delivering effective lessons. 
Responsible teachers will not limit themselves to one method or one approach and ignore all the 
others. They make decisions according to a given situation and their learners’ actual learning needs. 
There is a saying in China: “随机应变 suí jī yìng biàn” (“Keep changing according to the situations 
and  needs”).  When  the  teaching  goal  or  the  learning  need  has  changed,  a  teacher’s  teaching 
techniques  should  also  change  accordingly.  Skilful  teachers  are  constantly  making  informed 
pedagogical  judgements  about  what  is  to  be  used and when.  In  order  to  provide  learners  with 
effective lessons, a teacher needs to go beyond what he has been told and should always bear in 
mind what his learners need. 
When we talk about  which technique or method is  appropriate  and effective,  we must  first  be 
clearly aware of the needs of our learners and the purpose of their learning. What do the learners 
wish to learn first and most? Which way of teaching is most easily accepted by them? Where do the 
real problems lie in their FL learning? Every technique or method, to be effective, must be simple 
enough for teachers to handle and simple enough for learners to follow; it must give the teacher the 
opportunities to speed up communication between himself and the learners; it must also give the 
learners as many meaningful contacts as possible with the target language and as many chances as 
possible of using it. 
There are two extreme approaches in FLT: MT-dominated and FL-only. With the demise of the 
Grammar-translation Method and the rise of the Direct Method, FLT doctrine has switched from 
one extreme directly to the other extreme. Studies show that neither of them is a healthy way of 
teaching a foreign language. A dynamic teaching model is to integrate the advantages of various 
approaches and can be applied in a  flexible manner to meet  the demands of different  teaching 
situations. Methodology as a collection of principles and procedures, which teachers obtain from 
training courses, supervisors, course books, and the ELT literature, is intended to empower teachers 
to analyse and respond to their local teaching contexts productively rather than hinder teachers from 
developing their abilities to do so (Bax, 2003). Only when thus empowered can teachers readily and 
proficiently adjust their teaching practice that is grounded in a sound understanding of their specific 
teaching contexts. This empowerment is at the heart of bilingual language teaching. 
Bilingual language teaching differs from the Grammar-translation Method in terms of how the MT 
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is used. It is also very different from the Direct method or any modified versions of the Direct 
Method, again in terms of how the MT is used. Bilingual language teaching is neither a revival of 
the  Grammar-translation Method,  nor  a  blind denial  of  the  principles  of  the  Direct  Method.  It 
recognises the importance of the MT in FLT, and it also emphasises that the MT has to be used 
prudently and wisely. The use of the learners’ MT in FLT is not an all-or-nothing matter. Careless 
overuse of the MT and irrational exclusion of the MT are equally irresponsible. In other words, it is 
in  the  best  interests  of  the  learners  that  the  FL  is  the  primary  language  used  in  classroom 
communication, but it does not therefore automatically imply that the MT has to be excluded from 
the teaching and learning process. The MT does play a significant assisting role. Systematic and 
judicious use of the MT in introducing a FL is vital. 
Not all the students, particularly mature or older beginners, are comfortable with being completely 
immersed in a FL right at the beginning of their FL learning without the help of their MT. The MT 
for them means an indispensable link between a new language and their existing knowledge of the 
world and their thoughts. “Bilingual techniques are not just a way of providing security for this type 
of students. They also allow us to release and transfer the immense charge and reservoir of meaning 
embedded in the mother tongue to the target language. Teaching can be geared to specific contrasts 
between the grammar and lexis of the two languages, and this is where knowledge of the student’s 
mother tongue has decisive advantages” (Wilberg, 1987:147). When teaching beginners or learners 
at lower levels, using their MT as an aid is an open secret among teachers worldwide. Throughout 
the history of FLT, whether they were allowed or prohibited to use learners’ MT, teachers have 
intuitively sensed the importance of it and have tried to frame teaching productively with the help of 
the MT. Rather than suppress the natural needs of the learners just in order to create an artificial 
English-speaking environment, bilingual language teaching encourages EFL teachers to create a 
rich  English-speaking  atmosphere  inside  the  classroom  based  on  true  understanding  and  good 
communication.  Using the MT sensibly with well-defined techniques is  a  justified short  cut  to 
achieve this goal. 
Bilingual language teaching is not simply a language teaching method, but a holistic and an eclectic 
FLT approach,  which requires  broad-minded people to  implement  it.  Each approach,  no matter 
whether from the West or from China, no matter whether conventional or modern, has something 
valuable to offer. What makes a particular method or approach look good or bad is whether or not 
the teacher knows how, for what purpose, for what kind of learners, and in what teaching situation, 
it can be used to facilitate teaching and to enhance learning effectively. 
Proposals for Further Research 
Although  the  issue  concerning  the  role  of  the  MT in  FLT has  been  extensively  researched  to 
complete this dissertation, there remains much work to be done, both in continuing the theoretical 
work  outlined  in  this  dissertation  and  in  adding  new  teaching  techniques  to  the  spectrum  of 
effective FLT. The following are some recommendations for further research:
1. This dissertation mainly explores the role of the MT in ELT in China. It would be very 
interesting to see how learners’ MT is used in other countries, in different cultures, under 
different teaching conditions, with different teaching facilities, and so on. Furthermore, in 
this study, only small-scale empirical research was conducted in one city in China. To obtain 
more conclusive and convincing evidence about the role of learners’ MT in FL classrooms in 
China, much more thorough and more extensive empirical examinations are still needed.
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2. The latest developments in bilingual language teaching need to be examined in greater depth 
and in a wider context. Although the methods and techniques presented in this dissertation 
are collected from the publications of researchers and teachers worldwide who have carried 
out experiments in their own teaching contexts, further critical analysis of different methods 
as well as careful integration of various techniques is needed. No one method or technique 
can  be  universally  applicable  to  all  teaching  situations,  but  with  modifications,  some 
methods which work satisfactorily for the learners in one country may also be suitable for 
the learners in another, and some techniques which work wonderfully for small groups of 
learners  may work  equally  well  for  crowded classes.  Reports  of  this  kind will  be  very 
informative for language teachers who work in similar situations. 
3. Further studies are also needed to examine the use of the MT for learners at different levels. 
In bilingual language teaching, it is widely recognised that learners’ MT can positively assist 
their  FL learning, especially when they are at  beginning level  or pre-intermediate level. 
However, this then raises the questions: Is the use of the MT also advantageous to more 
advanced learners?  If  yes,  in  which ways?  This  dissertation only  briefly  explores  some 
translation activities which can benefit advanced learners. More extensive examination of 
this issue may provide an interesting perspective to bilingual teaching.  
An old Chinese proverb says, “工欲善其事, 必先利其器” [gōng yù shàn qī shì, bì xiān lì qī qì] (= “One 
must have good tools, in order to do a good job”). This is particularly true when it comes to FLT. 
The teachers  who have a  comprehensive toolkit  and the  teachers  who do not  have  it,  and  the 
teachers  who  are  good  at  matching  various  techniques  with  given  teaching  situations  and  the 
teachers who are not good at doing so, can make a world of difference for the learners in increasing 
their language proficiency. Which language policy to follow and which teaching approach to adopt 
is then more than just an academic debate. It will affect millions of learners positively or negatively, 
who  most  likely  learn  a  FL only  once  in  their  lifetime.  Profound  understanding  and  genuine 
progress can only be achieved through critical thinking and open discussions and actions for real 
improvements without the constraints of stereotypical thoughts and dogma. It is not an easy or a 
comfortable path, but it may be a very fascinating and rewarding one. 
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Appendix I
(Extracted from Series 1960a, Book 1, Lesson 32, p.155, cited in Adamson, 2004:58)
Exercises 课堂练习
1. 拼读下列单词的音标.
[fr m]ɔ [həum] [faiv]
[k m]    ʌ [plei]  ['fæmili]
[w :m]ɔ ['f :ðə]ɑ [m nθ]ʌ
2. 听写.
3. 填空白.
(1) China is  ______ countries in the ______. 
(2) Under the leadership of ______ we are building socialism. 
(3) New factories, schools and hospitals are ______ everywhere in China.
(4) All over the country ______ take place day after day. 
(5) Workers and peasants are ______ in socialist construction. 
(6) ______ from many countries ______ our people’s communes.
(7) We are good ______ and ______ of our country. 
 
4.汉译英.
(1) 中国人民是勤劳, 勇敢, 爱好和平的。
(2) 中国有悠久的历史。
(3) 我们积极地参加社会主义建设。
The first exercise is to transform the words in phonetic script to regular orthography. The second exercise is a 
dictation given by the teacher. The third exercise asks the students to fill in  the blanks with suitable words and 
phrases, while the fourth exercise is a translation from Chinese to English. The sentences are: 
(1) The Chinese people are hard-working, brave and peace-loving. 
(2) China has a long history. 
(3) We are enthusiastically participating in socialist construction.
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Appendix II 
(Extracted from Series 1963, Book 1, p.20, cited in Adamson, 2004:101)
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Appendix III 
(Extracted from Series 1993, Book 2, p.78, cited in Adamson, 2004:191)
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Appendix IV 
(Extracted from Junior English for China, Students’ Book 1A, Unit 5, Lesson 17, p.21)
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Appendix V 
(Extracted from Go for it!, Students’ Book, Grade 7 Book 2, Unit 5, Section A, p.25)
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Appendix VI 
(Extracted from  New Standard English for junior secondary schools, Book 1, Module 6, Unit 2, 
p.38)
191
Appendices
Appendix VII 
Questionnaire41: The Role of the Mother Tongue in English Language Teaching in China
I am in the process of carrying out research for my Ph.D. study which focuses on the role of the mother tongue in 
English language teaching in China. I would be very grateful if you could complete the following questionnaire. All the  
information you provide will be treated as confidential and will be used only for the purpose of my research. Thank you  
very much for your great help!
Wu Tong
Part I: Teaching Method
1. What age group of learners are you teaching?
2. Do you use the Chinese language in your English teaching?
3. How much Chinese do you usually use in your teaching?  _____________ %
4. What do you think of the use of the Chinese language in your teaching? Is Chinese a hindrance or a help? 
Why?
5. Many schools in China now require “English only” in the English classes. Are you happy to do that? Is there 
any problem or difficulty for you and your students to follow this policy?
6. How often do your students speak English in class?
a. all the time throughout each lesson
b. not much, only when they are asked to speak English or answer questions in English
c. very little. Their English level is too low to speak much in English
d. not at all.
7. In the “English-only” classes, do the students use Chinese at all?
If they do, in what ways do you see your students use Chinese in class?
What are you going to do when you see them use the Chinese language in the “English-only” classes?
And what else are you going to do if the students can’t help using Chinese even after you told them not to?
8. If you use “English only” in your classes, what are you going to do when your students can’t understand the 
meaning you are trying to convey even after you have tried many times? (For example, you are trying to teach 
them a new word, “humorous”, and also want to tell them the difference between “humorous” and “funny”.) In 
this case, are you going to keep using English or turn to Chinese for a moment?
41 This questionnaire is partly adapted from Atkinson’s book (1993) Teaching Monolingual Classes. London: Longman. 
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9. A student reports: “Meaning often did not become clear. Our teacher often lost time when he tried to convey 
the meaning of verbs through mimes and gestures. When introducing ‘to fly’ he first tried to draw a flying bird 
on the board. When the meaning was not yet clear he stepped on to a chair and jumped off it while moving his 
arms. It was ridiculous and not a natural way of teaching – as surely was his intention. English was taught in 
such a strenuous way that both our teacher and we ourselves were often irritated.” How often does this case 
happen in your classes?
a. frequently
b. occasionally
c. rarely
10. For meaning conveyance, what technique(s) do you usually use:
a. English explanations
b. objects
c. gestures and actions
d. pictures / photographs / drawings
e. translation (never, rarely, occasionally, regularly)
Part II: Textbooks and Exams
1. What textbook are you using now?
2. How often do you change your textbook? 
3. Do you like the textbook you are using now? Why or Why not?
4. How much percentage do the questions in the end-of-term exams directly come from the textbook you are 
using?     __________________% (rough percentage)
5. How are the following parts allocated in the end-of-term exams or in the high-school entrance exam? Please 
write down the percentage you suppose.
a. grammar / vocabulary  ________%
b. reading   __________%
c. writing    __________%
d. listening  __________%
e. speaking  __________%
6. How much do you think the end-of-term exams influence your teaching?
a. Very much. The end-of-term-exam instructions are the guidelines for my teaching. I have to follow them 
very carefully.
b. Moderately. I am following the end-of-term-exam instructions, but they don’t affect my teaching plan too 
much. I have quite a lot of freedom in my teaching.
c. Not at all. I never follow the end-of-term-exam instructions. I always teach my students whatever I think 
important for them.
7. Which of the following textbooks do you prefer?
a. A textbook with an English-only vocabulary list
b. A textbook with an English-Chinese vocabulary list
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8. Now if you are given the freedom to choose your own textbook and your own way of teaching, what would be 
your preferences?
What type of textbook would you like to use:
What type of teaching approach would you like to employ:
Part III: Yes or No?
In which of the following circumstances do you think the use of Chinese is justified?
1. I want that student at the back to open the window. She is only at Level 1 and she won’t understand if I ask her 
in English, so I decided to use Chinese. 
a. Yes. b. No.
2. I’ve tried everything to get them to understand what “unusual” means, but I failed. I’ll just have to translate it 
into Chinese. 
a. Yes. b. No.
3. I’ve tried everything to get them to understand what “commit a crime” means, but I failed. I’ll just have to 
translate it into Chinese.
a. Yes. b. No.
4. I’ve tried everything to get them to understand what “cope with a problem” means, but I failed. I’ll just have to 
translate it into Chinese.
a. Yes. b. No.
5. They really can’t take in any more. I’ll give them a two-minute rest period in which they can speak to each 
other in Chinese. 
a. Yes. b. No.
6. A student obviously feels that what he’s trying to say is important, but I really can’t understand what he means. 
I’ll get him to say it in Chinese, then I’ll help him to say it in English. 
a. Yes. b. No.
7. My students feel silly if I ask them to speak English together. 
a. Yes. b. No.
8. I’m still not satisfied with my English. I think I often make mistakes when I use English in class. So I’d better 
not use it too much, or my students will “learn” the same mistakes.
a. Yes. b. No. 
9. My students make a lot of mistakes when they use English. I’d better not ask them to use too much of it. 
a. Yes. b. No. 
10. Something very interesting has just happened in English-speaking country, e.g. general elections in the US. My 
students really want to discuss it, but their English level is too low for them to do this in English. I then allow 
them sometimes to discuss it in Chinese, or allow a mixture of Chinese and English discussion. Sometimes I 
use both depending on the situation. 
a. Yes. b. No.
11. They really haven’t understood the grammar we’ve been doing recently. Perhaps we should try discussing it in 
Chinese. 
a. Yes. b. No.
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12. I want to promote as much English as possible in my classes, but I also use effective bilingual techniques.
a. Yes. b. No.
13. I’m tempted to use Chinese in my classes when I’m tired. 
a. Yes. b. No. 
14. Sometimes I check if  my students have understood my English explanation by asking them to give me a 
Chinese translation, as evidence of understanding. 
a. Yes. b. No. 
15. In most of my lessons I and my students use Chinese for classroom management, apart from greetings and a 
few standard phrases. 
a. Yes. b. No. 
16. I try to create an English atmosphere in my classroom and establish English as a general classroom language, 
but whenever I have to restore order in class and maintain discipline when the class is loud and noisy I switch 
to Chinese. 
a. Yes. b. No. 
17. In class I try to use English as much as possible and minimise the use of Chinese except for grammatical 
explanations.
a. Yes. b. No.
18. A student reports: “Unlike our former teachers the new teacher frequently made use of Chinese to explain the 
meaning of difficult or abstract new words. Soon we became aware of the advantages of this method: Time 
was saved and misinterpretations no longer occurred.” Do you as a teacher also think that this is advantageous?
a. Yes. b. No. 
19. In my class homework is set and explained in Chinese to make sure that everybody gets it right. 
a. Yes. b. No. 
20. A student reports: “In case I could not understand the meaning of a new word after looking it up in an English-
English dictionary, I usually look it up in an English-Chinese dictionary, because an explanation that left me 
guessing does not satisfy me.” Would you advise your students to do so?
a. Yes. b. No. 
Do you often use an English-Chinese dictionary yourself?
a. Yes. b. No. 
21. English-English dictionaries have an important role to play for learners at a more advanced level. For learners 
below this level the English-Chinese dictionary is more useful. 
a. Yes. b. No.
Part IV: Agree or Disagree?
1. The effectiveness of a presentation is to be judged not by the teacher’s ingenuity to bypass Chinese but by how 
quickly the learners can use the item correctly and intelligently in appropriate situations.
a. Agree. b. Disagree. 
2. There is a definite connection between the understanding of grammar as developed in the native language and 
the understanding of a foreign language. 
a. Agree. b. Disagree.
3. The mother tongue can be made the most valuable assistance for a teacher. 
a. Agree. b. Disagree.
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4. A student reports: “When our teacher gave us homework that we had to write to something about ourselves, 
and someone asked for a particular word (for instance, how to say  小提琴  [violin] in English), our teacher 
always said that we should use the vocabulary we know and we should stick to the words introduced and 
practised in class.” Do you think this is a good teaching strategy?
a. Agree. b. Disagree.
5. In general, students can benefit more from native English teachers with no/very little knowledge of Chinese 
than the Chinese teachers with good command of English. 
a. Agree. b. Disagree.
6. When we struggle with new words and phrases, a “general” understanding is often not enough. A precise 
understanding is often best obtained only with a Chinese equivalent.
a. Agree. b. Disagree.
7. This contrastive procedure, which transfers the foreign language form into the native language, is an excellent 
way to reduce further redundant grammatical explanation.
a. Agree. b. Disagree.
8. Even if it was possible to banish the Chinese language from the classroom, it could never be banished from the 
learners’ minds. 
a. Agree. b. Disagree.
9. Didactic ingenuity in bypassing the mother tongue is all right. But similar ingenuity in exploiting the mother 
tongue to promote a second language should equally be welcome.
a. Agree. b. Disagree.
10. An English-only approach for beginners and intermediate students will not work in China.
a. Agree. b. Disagree.
11. Ignoring or forbidding Chinese will not help learners who inevitably engage in Chinese-English associations 
and formulations in their minds. Since many of these subvocal associations are evidently incorrect, it is far 
better to deal with mother-tongue influences openly and ensure that the correct associations are made.
a. Agree. b. Disagree.
Thank you very much for completing the questionnaire!
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